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Abstract

Cooper, Tonya Delores. The University of Memphis, May, 2015. The
Dispositions of Highly Effective Principals in Three School Types: Reward, Focus, and
Priority. Major Professor: Reginald Leon Green, Ed.D.
The purpose of this quantitative study was to determine if student achievement
was enhanced when principals exhibited behaviors informed by 16 dispositions.
Principals from 120 schools classified as Reward, Focus, or Priority, located in the
southeastern region of the United States participated in this study. The Inventory of
Leadership Dispositional Behaviors Instrument was used to collect information regarding
principal behavior, as perceived by principals, to be most critical to effective leadership.
Based on their experiences, participants were asked to indicate whether they believed
each of the dispositions was (1) ―somewhat important‖, (2) ―very important‖, or (3)
―absolutely critical‖ in fostering teaching and learning and in helping students achieve.
The type of school seemed to have little to do with the dispositions perceived to be most
critical in a Reward, Focus, or Priority school.
Results indicated that while principals seemed to value all 16 dispositions, they
perceived some dispositions to be more critical than others. Similarly, school
performance as measured by the Average Growth Index seemed to have little to do with
principals’ ratings of the 16 dispositions. Additionally, the findings did not support that
leadership dispositions significantly impacted student achievement. However, the
conclusions from this study yielded four dispositions that were selected by the
participants as most critical to effective leadership. Those dispositions were: (1)
Integrity, (2) Passion, (3) Trust, and (4) Ethics.
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Having identified the top four dispositions that principals agreed were critical to
effective leadership, this study could enhance the potential success of any leader in
today’s schools. Understanding those dispositions and their influence is a start in the
process of identifying dispositions that school leaders should possess. It can be concluded
that the topic of leadership dispositions has the potential to significantly change the
landscape of education.
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Chapter 1: Introduction to the Study
Over the past century, American public educators have engaged in a number of
reform movements. Notwithstanding the number of educational reforms that have been
implemented, a large number of students remain classified as underperforming.
Consequently, in America’s schools, there are achievement gaps between groups of
students. Even in the highest performing schools, achievement gaps exist, and the
challenge of closing those gaps remains problematic (Green & Cooper, 2012). Therefore,
public education is under considerable pressure to address the academic needs of all
students. Individuals who criticize the current educational system argue that a change is
needed in the leadership of schools (Cunningham & Cordeiro, 2009). As the criticism
intensifies, so does the search for practices and processes for use in improving the
academic achievement of students. In many research reports the focus of the search has
shifted to the role of the principal (National Association of Elementary School Principals,
2008). In the search for effective practices and processes to use in addressing the
instructional needs of all students, principals are being asked to become instructional
leaders (Clifford & Ross, 2011; Council of Chief State School Officers, 2008; Lashway,
2002).
There is growing agreement among researchers that the school leader is best
positioned to ensure that teaching and learning occur throughout the school. Instructional
leadership provided by the principal is only second to the instruction provided by
teachers who have the most immediate effect on student success (Green, 2009;
Hoachlander, Alt, & Beltranena, 2001; Hobson-Horton, Green, & Duncan, 2009; Shelton,
2009; Waters & Grubb, 2004; Waters, Marzano, & McNulty, 2003).
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In effective schools the relationship between the achievement of students and
principals who are instructional leaders is robust. They are open and effective, praise
teachers’ efforts, convey high expectations for teacher and student performance, actively
involve teachers in decision-making, and provide teachers with the autonomy to try
creative approaches (Bulach, Boothe, & Pickett, 1998; Edgerson & Kritsonis, 2006).
Principals who use these practices and approaches tend to have greater success in leading
instructional programs (Blase & Kirby, 2000).
It has also been reported that the overall climate of the school has an effect on its
instructional organization (factors such as class size, school size, time available for
learning, curriculum pacing and sequencing, staff development, and staff evaluation) and
principal behaviors have a direct effect on the overall climate of the school. These
factors, in turn, seem related to student achievement and other effectiveness indicators
(Bossert, Dwyer, Rowan, & Lee, 1982). Essentially, there is an interplay of initiating
variables defined as principal dispositions and behaviors, which influence mediating
variables defined as school climate and organizing for learning, which affect school
results variables such as student achievement and other dimensions of school
improvement (Bossert et al., 1982).
In a successful school where the needs of all students are met leadership of the
principal is of primary importance. In actuality, the principal is a leader of leaders,
exhibiting an understanding of instruction and making recommendations that can be
applied in an efficient and effective manner (Catano & Stronge, 2006). To ensure that all
adults play an active role in carrying out the instructional program, leadership is shared
and problems are solved through collaborative team or group decision-making.
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Instructional leaders serving in successful schools know their staff members and delegate
responsibilities; communicate and build cohesiveness; and use their positions to
recognize and reward accomplishments of both staff and students (Bass, 1998; Burns,
1978; Green, 2010; Northouse, 2012). Because of the disposition of these leaders,
faculty members are unwilling to accept defeat or settle for mediocrity. They turn their
problems into challenges for which they design and implement solutions. They go about
their assignments with commitment, creativity, persistence, and professionalism.
Resources such as time, facilities, staff expertise, and volunteers are used to maximize
and to facilitate the process of teaching and learning (Reardon & Derner, 2004).
Background of the Study
The disposition of the principal is embedded in his or her behavior. It is the
manner in which he or she conducts himself or herself; the manner in which he or she
responds to events that occur in the environment and his or her actions or reactions to
external or internal situations (Green, 2013). Taylor and Wasicsko (2000) offer that
dispositions are personal qualities that individuals possess. The disposition of the
principal is a combination of his or her beliefs, values, and attitudes, and those beliefs and
values influence behavior (Melton, Mallory, & Green, 2010). The dispositions of a
school leader contribute to his or her level of effectiveness. Effective leaders, offer
personalized encouragement and are attentive to the needs of others. They clearly
communicate in consistent ways and are generous with their time and information. These
leaders are visibly engaged and suit up each day to facilitate the social, recreational, and
work components of the organization (Blasé & Kirby, 2000). Additionally, school
leaders who are skilled at building relationships with stakeholders have the ability to put
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a human face on the more technical aspects of the organization, resulting in building
supportive relationships characterized by respect and trust. When this is accomplished,
school leaders are more apt to rally followers in the hard work of improving schools
(Kouzes & Posner, 2002).
Developing Relationships
A relationship can be defined as the connection people have with one another,
resulting in the engagement of some sort of exchange. This engagement typically
manifests in an emotional bond allowing the individuals to work together to solve
problems (Perlman, 1979). The purpose and scope of the relationship will determine, to a
large extent, the nature of the relationship and how the individuals will relate to one
another when working toward goal attainment (Goetschius & Tash, 1967). Within the
school setting, the school leader must facilitate the process of building effective
relationships among all stakeholders. These relationships encompass the internal and
external environments of the school community and include interactions among:
principal/teacher; teacher/teacher; teacher/student; and school/community (Green, 2010).
Studies have shown that when principals utilize a democratic approach and
engage their human relations skills they get better responses as it relates to teachers’
perspectives of their leadership (Blase & Kirby, 2000). When a positive relationship and
respect exist between a principal and his or her faculty the likely outcome is improved
teacher effectiveness and student achievement (Zimmerman, 2003). Principals also
garner more respect from their faculty members when they are knowledgeable, can
effectively communicate, and give constructive feedback and suggestions (Wang & Day,
2002). Williams (2000) writes that teachers look for their principals to offer competent
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perspectives during the educational experience. They seek guidance on professional and
school-wide experiences.
Principals must be certain of their contributions to the school community. They
must understand their own competencies with regard to engaging stakeholders, all the
while providing genuinely inspired relationships. If this occurs the outcome will be
effective principal/teacher relationships that will raise standards and improve student
achievement (Zimmerman & Deckert-Pelton, 2003). It is suggested that school leaders
and school districts create work environments that align with the strengths and talents of
teachers providing them with the necessary resources to experience success and to meet
the increased demands of teaching and learning (Conley & Glasman, 2008). If teachers
do not view their principal as competent or if they feel as though the principal has not
been fair, they will most likely reject the principal as an effective school leader
(Oppenheim, 1994). Principals are well advised to understand how their values, beliefs,
and dispositions impact others and work to create a supportive environment for all
stakeholders (Green, 2013).
Understanding the Needs of Others
The values and belief systems of school administrators are embedded in the
dispositions they possess (Melton et al., 2010). Leaders tend to categorize their own
values and what they perceive as the beliefs of others by using a system of hierarchy,
whereby they determine the order of importance of what they believe. This process of
rank-ordering, results in the manner in which leaders give meaning to issues and the
decisions they make. The results from the rank-ordering process can be perceived by
followers as favorable or undesirable, ultimately impacting the manner in which
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followers behave within the organization (Rebore, 2001).
Lunenburg and Ornstein (1996) contend leaders are responsible for morale and
motivation in the workplace. They ranked five basic levels of human needs using
Maslow’s Hierarchy of Needs theory. If the lowest levels of need are not satisfied, it is
difficult for followers to shift their emphasis to working toward maximizing their full
potential within the organization. Maslow maintained that when psychological needs are
met, then subsequent needs such as affiliation needs emerge. The needs emerge in a
specific rank order that eventually lead to individuals feeling a sense of satisfaction and
productivity within the workplace (Maslow, 1970). These needs include:
1. Physiological needs encompass needs such as food and water.
2. Safety and security needs include the desire for physical safety and financial
security.
3. Social needs are met when the individual feels he is accepted by others.
4. Esteem needs encompass the need of appreciation and being recognized by
others.
5. Self-actualization needs are met when individuals strive to maximize their
own potential.
Sergiovanni (1994) highlighted the work of Maslow as he referenced the
importance of these needs in his book Building Community in School. He offers that in
order to foster a sense of belonging within an organization, effective leaders must exhibit
the skills and dispositions that will positively influence stakeholders. Leaders who have
the ability to cultivate this sense of ―we-ness‖ within an organization are referred to as
cultural leaders (Schwahn & Spady, 1998). Leaders of this caliber act in such a way that
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show high levels of emotional intelligence and are able to communicate understanding
and concern for others (Fullan, 2001). Emotionally intelligent leaders understand that in
complex times, they must be able to build relationships. They are aware that their own
emotional makeup has the potential to inspire others (Goleman, Boyatzis, & McKee,
2002). Blasé and Kirby (2000) refer to this quality as consideration for others and cite it
as a key attribute of effective principals.
If leaders understand where followers are, relative to the hierarchy of needs, they
are better equipped in understanding how their behaviors influence the motivation and
behaviors of their followers (Whitaker, Whitaker, & Lumpa, 2000). Therefore, school
leaders must be mindful that their beliefs and values influence their behaviors as well as
the actions of their followers (Yero, 2002). Green (2010) contends the manner in which a
leader behaves regarding an issue is more pronounced than what a leader states about an
issue. He goes on to add that behaviors reveal the authentic nature of a leader’s values.
If, for example, a leader says he or she believes all children can learn, then this value
should be reflective in the leader’s behavior. Stone and Dahir (2006) assert that as a
result of one’s experiences beliefs are formed. These impressions frame the manner in
which leaders view the world and how they will work toward achieving positive
educational change.
Effective School Leaders
Effective principals understand their roles in leading and sustaining educational
change. They are instrumental in working with stakeholders to frame what a school
should look like and what it takes to get there. They understand that it takes collaborative
efforts in identifying goals and working towards success (Mednick, 2003). According to
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New Leaders for New Schools (2009) what represents a principal’s mark of success is the
improvement of student achievement in his or her school. This organization contends
that principals establish their effectiveness through the hiring, evaluation, development,
and the retention of quality teachers.
Collins and Porras (1997) add to what constitutes effective leadership in their
study of visionary companies. They noted that effective leaders must be able to attract
dedicated people, influence individuals toward achieving common goals, and be
persistent in their pursuit of guiding their organizations through critical periods of growth
and development. The National Association of Secondary School Principals (2004)
asserts that effective principals provide leadership to the larger school community by
maintaining a vision and focus for student growth and achievement.
Though the literature has established what constitutes the characteristics of an
effective leader, what is not clearly understood are the identifiable dispositions that
define the nature of effective school leaders and how these dispositions influence their
ability to lead. A disposition can be defined as a controlling perceptual quality that
determines one’s natural or usual way of thinking and acting (Usher, 2002). Dispositions
can also be described as unique variables that are germane to an individual and are
viewed as a part of the individual’s composition. Additionally, the manner in which a
person consistently behaves across time and situations can often be explained by the
dispositions he or she may possess (Scholl, 2008). Comprehensively, dispositions can be
categorized into three categories, values, beliefs, and behaviors. It is apparent that
dispositions inform and are inclusive of what one values, what one believes, and how one
behaves (Green, 2010). School leaders must understand that their values influence their
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behavior. In turn, their behavior influences the behavior of others. School leaders should
also develop an understanding as to how their belief system influences their own
behavior (Green, 2010).
Values
Values are principles and standards that one perceives as having intrinsic worth.
Individuals tend to rank-order what they value and use this system of rank-ordering to
categorize their behaviors and give meaning to issues (Yero, 2002). Values, to a great
extent, are aligned with what people believe. They signify what is important and are
generally consistent across various situations. Whereas one’s attitude is associated with
people and other tangible things, values are desired end states. In other words, values are
emotionally driven and people determine, through experience and research, which paths
are most effective in achieving an end state (Scholl, 2008).
Beliefs
In addition to understanding the influence of values relative to leadership
effectiveness, school leaders should also develop a deep understanding of their belief
systems (Green, 2010). Beliefs can be defined as generalizations that school leaders have
concerning what they consider to be real and true. Therefore, school leaders perceive
certain situations and give specific meaning to circumstances according to what they
believe (Dilts, 1999). A school leader’s vision can also be influenced by what he
believes, resulting in effects to the instructional program and student achievement
(Green, 2010).
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Behaviors
School leaders’ behaviors reveal the authentic nature of what they believe. Often
times, it is much more evident where leaders stand on an issue, relative to how they
behave regarding the issue as opposed to what they say. For example, if school leaders
say they believe all children can learn, their instructional behaviors should reflect
intentional steps to structure an environment where teaching and learning are prioritized.
Leaders tend to demonstrate what they value through their behavior. Therefore, it is
important that the manner in which they behave is perceived by followers as acts of
integrity and fairness (Green, 2010).
Above all, it is the leader’s beliefs about schools, teachers, children, parents, and
the community that form the foundation upon which leadership for school improvement
is based (Green, 2009). As school leaders make selections from various alternatives, they
reveal their preferences for particular values, interests, and beliefs. In order to lead the
type of change necessary to transform underperforming schools and ultimately close the
achievement gap, school leaders must know the impact they are having on people and the
school in general. With a deep understanding of self and the impact of their dispositions,
leaders can, if necessary, modify their beliefs and values and enhance skillful
performance in schools (Green, 2009).
Statement of the Problem
There is a lack of knowledge regarding the dispositions of principals and the effects
dispositions have on the academic achievement of students. Principals are being
requested to assume the responsibility of enhancing the academic achievement of all
students who enter the schoolhouse. Several studies appearing in the literature offer

10

evidence of what school leaders need to know and be able to do in order to effectively
lead a 21st century school. However, little has been written on the dispositions of school
leaders. The dispositions most frequently appearing in the literature that describe
effective leaders were identified by Green (2010). In his study Green (2010) identified
49 dispositions that characterize effective leaders. In a later study conducted by Green
and Cooper (2012) these 49 dispositions were reduced to 16 as being most preferred by
school leaders. Included in this study are 32 leadership behaviors that were derived from
the 16 dispositions: (1) character (2) commitment (3) communication (4) compassion (5)
consistency (6) courage (7) ethics (8) honesty (9) fairness (10) integrity (11) openness
(12) passion (13) rapport (14) respect (15) trust, and (16) vision. Below are the
definitions associated with each of the 16 dispositions.
1. Character - School leaders exhibit what they believe. They show consistency
between their values, ethical reasoning and actions, and develop positive
psychological states, such as confidence, optimism, hope, and resilience in
themselves and their associates. Also, they are widely known and respected for
their integrity (Cooper et al., 2007).
2. Commitment - The school leader is dedicated to the growth of the organization
and each individual within the organization. The professional and personal
growth of stakeholders is nurtured (Spears, 2010).
3. Communication - The school leader actively listens to diverse points of view and
uses the process of communication to link individuals, groups, and the
organization for the purpose of building relationships, establishing trust, and
earning respect for self and others (Green, 2013).
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4. Compassion - The behavior of the school leader denotes awareness and a sense of
caring for the feelings of others (Green, 2013).
5. Consistency - The school leader establishes a standard of excellence and
maintains that standard while performing and making decisions. The behavior of
the leader is consistent with minimal variation as he or she transmits a sense of
mission, stimulates learning experiences, and motivates new ways of thinking
(Hater & Bass, 1988).
6. Courage - The school leader challenges the process, experiments, and takes risks.
He or she has the ability to act rightly in the face of popular opposition (Kouzes &
Posner, 2012).
7. Ethics - The school leader uses a set of principles to guide his or her behavior.
The principles used are based on informal and formal standards consisting of core
values, honesty, respect, and trust (Beckner, 2004).
8. Honesty -The school leader behaves in a trusting or trustworthy manner while
exercising integrity (Kouzes & Posner, 2002).
9. Fairness - The school leader gives others a voice and treats them with dignity.
They base their decisions on accurate information and are consistent in their
practices (Sackett, 2011).
10. Integrity - The school leader adheres to a set of moral and ethical principles while
displaying soundness of moral character and being honest regarding actions taken.
He or she takes responsibility for his or her actions and is willing to ensure that all
students have access to knowledge (Strike, Haller, & Soltis, 2005).
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11. Openness - The school leader has the ability to entertain different and noncustomary ideas. He or she is flexible and willing to change his or her way of
thinking when the situation warrants. Displaying openness, the school leader
finds ways to celebrate the accomplishments of others (Kouzes & Posner, 2012).
12. Passion - The school leader has an entrepreneurial spirit and an infectious desire
to achieve a goal or outcome; a powerful and controlling emotion (Bolman &
Deal, 2008).
13. Rapport - The school leader aligns his or her actions with others because he or she
feels that they share similar values (Kouzes & Posner, 2012).
14. Respect - The school leader recognizes the contributions of others and shows
appreciation for individual excellence. He or she treats people in the organization
as he or she would like to be treated-with dignity and courtesy (Ciancutti &
Steding, 2001; Kouzes & Posner, 2012).
15. Trust -The school leader is consistent in words, actions, and deeds, and there are
no gaps between what he or she says and what he or she does. One can count on
him or her to deliver on his or her promises. An individual can be confident in the
promised action (Ciancutti & Steding, 2001).
16. Vision - The school leader is continuously searching for high standards of
learning for all students, anticipating what will or may come to reality, and
imagining exciting and ennobling possibilities (Kouzes & Posner, 2012).
The question that remains is whether the leaders who possessed these 16
dispositions were effective in enhancing the academic achievement of students or if their
dispositions made a difference in their effectiveness. Further study was needed to
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determine if there was relationship between the 16 dispositions possessed by school
leaders and the level of academic achievement in schools. This study sought to make this
determination as the leaders’ responses to leadership behaviors were explored, and not
simply their preferences towards a particular disposition. To develop approaches to use
in enhancing the relationship between principals and teachers and ultimately enhance the
academic achievement of students, there was a need to identify dispositions of school
leaders who were effective in enhancing school achievement. This information could be
used as a foundation for research that addresses principal/teacher relationships and
student achievement.
Purpose of the Study
The purpose of this study was two-fold: (1) to describe the level of importance
principals placed on 16 leadership dispositions, expressed as 32 behaviors [Appendix E]
and (2) to determine the extent of the relationship between these perceptions and indices
of school effectiveness as indicated by school designations (Reward, Focus, and Priority)
and the Average Growth Index based on the Tennessee Value-Added Assessment System
(TVAAS). More specifically, the researcher was interested in determining if there were
statistically significant differences in the importance principals attached to each of the
dispositions by their school’s performance ―status‖ and in exploring the strength of
relationships between the level of importance that principals attached to each of the
sixteen dispositions and the academic gains made by the students attending their schools.
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Research Questions
The study was guided by the following five research questions:
1. To what extent do principals of schools classified as Reward, Focus, and
Priority perceive each of the 16 dispositions, expressed as 32 behaviors, to be critical to
leadership effectiveness?
2. Within each group of schools classified as Reward, Focus, and Priority do
principals perceive each of the 16 dispositions, expressed as 32 behaviors, to be equally
critical to leadership effectiveness?
3. Across each group of schools classified as Reward, Focus, and Priority do
principals perceive each of the 16 dispositions, expressed as 32 behaviors, to be equally
critical to leadership effectiveness?
4. What is the strength of the relationship between principals’ perceptions of each
of the importance of the 16 dispositions, expressed as 32 behaviors, and their schools
Average Growth Index?
5. By the school’s status as Reward, Focus, or Priority, is there a significant
difference in the strength of the relationship between each of the 16 dispositions,
expressed as 32 behaviors, and the school’s Average Growth Index?
Definition of Terms
The following list of definitions offered insight into key terminology included in
this study:
Adequate Yearly Progress (AYP): is a means of setting standards for
accountability which measures the results of state-wide assessments in reading and math.
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This information is used to measure the academic performance of every student (Office
of Superintendent of Public Instruction, 2014).
Average Growth Index (AGI): the measure of student growth in each school.
Growth is measured across tested grade levels or within a subject and grade (SAS
Institute Inc., 2012).
Disposition: a controlling perceptual quality that determines one’s natural or
usual way of thinking and acting (Usher, 2002).
Focus Schools: are comprised of 10% of the schools within a particular state that
have large achievement gaps between groups of students, such as students with
disabilities and those who are economically disadvantaged (Office of Superintendent of
Public Instruction, 2014; Tennessee State Department of Education, 2012).
Priority Schools: are inclusive of 5% of the lowest-performing schools in a
particular state as it relates to academic achievement (Office of Superintendent of Public
Instruction, 2014; Tennessee Department of Education, 2012).
Reward Schools: are inclusive of the top 5% of schools in a particular state based
on annual growth and being among the top 5% for academic achievement (Office of
Superintendent of Public Instruction, 2014; Tennessee State Department of Education,
2012).
School Leader: one who provides leadership in the school community by
building and maintaining a vision, direction, and focus for student learning (National
Association of Secondary School Principals, 2004).
Student Subgroups: minority students such as Native American and AfricanAmerican, special education students, English language learners, and economically
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disadvantaged students who qualify for the federal free and reduced-price lunch program
(Sullivan, 2012).
Title I Schools: are inclusive of a federal program designed to address specific
needs of children in grades kindergarten through twelve. Programs and services offer
enrichment and customized instruction that assist students with meeting academic goals
(Office of Superintendent of Public Instruction, 2014).
Significance of the Study
This study was significant in that it added to the body of knowledge concerning
the dispositions that are essential for leaders of today’s schools. The examination of
leadership dispositions gives insight into the characteristics that influence the behaviors
of effective school leaders. It is also important for those who are challenged with the
demands of increasing student achievement. The results of this research could offer
significance to this field of study in that it offers policy makers, educational practitioners,
school-district leaders, and building level administrators a framework for identifying
attributes of school leaders who lead effective schools. As there has been an increase in
the mandates for academic accountability for all school districts within the United States,
school districts must explore every possible contributing factor that may influence
student growth and achievement (Council of Chief State School Officers, 2008). The
examination of leadership dispositions may offer predicting indicators that determine the
academic status of schools. Data from this study could also inform personnel decisionmakers on what might be most influential in the decision making process relative to
preparing and selecting aspiring school leaders.
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This research could also help identify which leadership dispositions that most
often characterize school administrators who are successful in producing high performing
schools. Johnson and Uline (2005) suggest school leaders play a critical role in creating
effective schools. They contend these leaders must possess the knowledge, dispositions,
and skills in order to assume these critical roles. Once the top dispositions are examined
in this study, opportunities to enhance the leadership capacity in other leaders may avail.
Findings from this research could encourage policymakers and educational practitioners
to develop a framework or course of study that would emphasize the top leadership
dispositions identified in leaders of effective schools. Those dispositions could be
embedded in coursework or professional development sessions for the purpose of
developing effective leaders.
Theoretical Frameworks
The theoretical perspectives for this research are aligned with McGregor’s Theory
X/Theory Y (McGregor, 1960), transformational leadership (Bass, 1998), and
transactional leadership (Burns, 1978). The premise which informed the use of Theory
X/Theory Y is that in administrating today’s schools, a leader interacts with a variety of
individuals and groups in situations in which the leader’s disposition is a major
determinant of success. The disposition indicators denote an individual’s beliefs, values,
and type of commitment that tend to be most effective in a school situation (Green,
2009). McGregor’s theory characterizes how the perception of a leader influences his
behavior. McGregor’s leadership theory can assist one with beginning a journey of selfevaluation and how understanding self, guides one’s capacity to lead. Theory X asserts
that people dislike work and will need to be led in an authoritarian style. Theory Y
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asserts that people naturally like to work and should be empowered to take on
responsibilities of the organization (McGregor, 1960). Studying this theory encourages
leaders to address how their dispositions impact the conversations, opportunities, and
support offered to followers when working toward a cause (Sager, 2008).
In addition, the leadership style being advocated for school leaders of today’s
schools is embedded in transformational leadership. This theory contends that followers
become aware of the importance of goal attainment within an organization due to the
leader’s influence. Followers tend to place their own self-interests to the side and
completing the tasks of the organization becomes a priority. The transformational leader
and followers are bound by a set of common beliefs as they work together for the purpose
of goal attainment. Followers feel empowered to make decisions as they interact with the
leader in a collaborative manner (Bass, 1998; Burns, 1978). Conversely, the transactional
leadership style is based on a contingency reward system. This style of leadership
describes a transaction or exchange that is created between the leader and the follower.
Within the transactional leadership framework, leaders expect followers to complete
tasks based on the levels of support the leader feels he or she has provided to the
follower. The transactional leadership style also leads followers to believe their actions
will follow with a consequence. If they perform well they will be rewarded. However, if
they perform poorly they expect to be punished (Burns, 1978). Leading with the ―quid
pro quo‖ approach, which translates into doing a favor for a favor stifles the environment
and interferes with goal-attainment within an organization (Hater & Bass, 1988).
Leaders must understand that schools are so multi-faceted now that no one person
can effectively lead them. It takes the combined efforts, talents, and skills of both leaders
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and followers in an organization to achieve and maintain the success of the organization
(Green, 2010). The transformational leadership theory describes the behavior of leaders
and their relationship with followers (Northouse, 2012). This style of leadership affects
the organizational climate and the manner in which followers perceive the types of
behaviors and values that are respected within an organization (James & Sells, 1981). It
is also suggested by Eisenbeiss, Knippenberg, and Boerner (2008) that leadership
behaviors determine how subordinates perceive the climate of an organization. A
commitment to the principles of these theories can have a major impact on a school and
on student achievement.
Limitations
The limitations in this study were the results of the findings representing schools
that were surveyed located in a state in the southeastern region of the United States.
Also, due to the limited population of this study, the data was generalized to a specific
population of schools carrying the designation of Reward school, Focus school, or
Priority school. Principals were asked to indicate the importance they placed on a
specific leadership behavior associated with one of the 16 dispositions. Results of the
study were based on which dispositional behaviors principals indicated as most critical.
Selections made by principals were subjective and may have been influenced by variables
not included in this study.
Delimitations
School leaders only selected the behaviors based on the importance they placed
on a particular behavior. This research study did not seek to determine to what extent
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school leaders’ behaviors were informed by the behaviors that were selected as most
critical to effective leadership.
1. While this study sought to identify key leadership dispositions only 16 were
chosen. It did not consider other dispositions.
2. Only school-level administrators were considered for this study. District-level
administrations were not considered.
3. Only school-level administrators were considered for this study. Teachers
were not considered.
The data collected was confined to a select population of public schools located in
a state within the southeastern portion of the United States. Schools outside of this region
and private schools were not considered.
Assumptions
Research has established a relationship between school leadership and student
growth and achievement (Leithwood, Seashore, Anderson, & Wahlstrom, 2004; National
Association of Secondary School Principals, 2004; Simkin et al., 2010). It has also been
established that effective schools have effective principals and effective principals have a
positive and influencing disposition (Donaldson, 2006). Three assumptions were made in
regards to this study: (1) there is a relationship between effective leadership and student
growth and achievement; (2) the dispositions of school leaders inform effective school
leadership behaviors; and (3) if principals exhibit behaviors informed by identified
dispositions student growth and achievement will be enhanced.
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Organization of the Study
This study was organized into five chapters. Each chapter contained detailed
information describing the study. Chapter 1 discussed the background related to the topic
of leadership dispositions, statement of the problem, the purpose and significance of the
study as well as the theoretical frameworks that addressed the research topic. This
chapter also included research questions, definitions of terms, limitations and
delimitations associated with the study, assumptions, and the manner in which the study
was organized. Chapter 2 will provide a review of the literature related to (1) the history
of various educational reform movements; (2) the new era of educational reform –
instructional leadership; (3) essential dispositions for effective leadership; (4) an
examination of leadership styles; (5) the impact of leadership dispositions on school
climate and culture; and (6) the impact of leadership dispositions on teacher commitment.
Chapter 3 will identify the methodology used to conduct the study, inclusive of sampling
techniques, data collection, and analysis procedures. Chapter 4 will provide the results of
this study with emphasis on data analysis and quantitative findings and answers to the
research questions. Finally, Chapter 5 will include a discussion of the findings,
implications of the study for future research and practice, and a conclusion.
Summary
In summary, quality schooling, indeed, leads to quality learning, and an important
key to quality schooling is the amount and kind of leadership that school principals
provide directly and promote among teachers and supporting staff (Glasser, 1998).
Effective schools have effective principals and effective principals have a positive and
influencing disposition (Donaldson, 2006). Therefore, a study of the dispositions of
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principals to determine the types of dispositions that influence the behaviors that lead to
successful schools and ultimately the academic achievement of all students appeared
warranted.
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Chapter 2: Review of the Literature
Introduction
For over 100 years America has experienced several educational reform
movements. During the 1900s John Dewey was one of the earliest reformists to suggest a
change in the way young people were being educated (Ravitch, 2000). He believed that
students were losing opportunities to learn in a democratic society, due to the decline in
what he saw within the local community (Dewey, 1900). In an effort to address this
dilemma, Dewey became an active member in the Progressive Education Association.
This organization made claims it was founded for the purpose of reforming America’s
"entire‖ school system (Altenbaugh, 1999; Beck, 1959). Dewey led the progressive
movement, teaching thousands of educators the principles of progressive education.
While traditional education at that time focused primarily on rote learning, the
progressive education reform initiative focused on learning by emphasizing the current
experiences of students (Knoll, 1997). Progressive education programs encouraged
learning by doing, experiential learning, and strongly emphasized critical thinking (Bode,
1938; Dewey, 1938; Pratt, 1948; Washburne, 1952).
In 1955 Rudolf Flesch challenged the progressive reform movement in his highly
acclaimed study, Why Jonny Can’t Read. He asserted that ―reading in context‖, which
was a strategy within the progressive movement, was not adequate in the preparation of
America’s children (Flesch, 1955). He suggested that only in America was there a
remedial reading problem and offered that children should be taught what each letter in
the alphabet stood for and then they would be able to read (Robinson, 1956).
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During this same time, the Cold War occurred. During the Cold War era James B.
Conant, president of Harvard University, was influential in calling for educational reform
in America as he proposed a national testing program and the use of federal funding to
support vocational programs. Conant’s views on the status of education in America were
written in The Conant Report, which was an examination of American high schools
(Conant, 1959). His findings later became the foundation for ―tracking‖ which was the
process of encouraging some students to enroll in college-bound courses, while others
were encouraged to enroll in vocational training classes (Darling-Hammond, 2010).
Another event that occurred during the late 1950s that triggered yet another
massive educational reform movement was that of the first satellite launched into space
by the Soviet Union. The Sputnik Launch gave rise to fear that America had fallen
behind in the development and advancement of technology (Ravitch, 2000). In response
to this occurrence, United States government officials aggressively called for the
improvement of public education, particularly in science. Very quickly a sense of
urgency to increase academic standards in science, mathematics, and foreign languages
arose in the nation (Leiding, 2009; Zhao, 2009). As a result, the National Defense
Education Act (NDEA) was formed in 1958 for the purpose of supporting students at all
levels (Schwegler, 1982; Urban, 2010).
Most recently, within the last four decades educational reform movements
designed to raise academic standards for students have continued to surface. Four are
worthy of note: (1) A Nation at Risk: The Imperative for Educational Reform, (2) the
1989 Education Summit, (3) ―The Goals 2000 Educate America Act‖, and (4) ―No Child
Left Behind‖.
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In August of 1981, President Ronald Reagan commissioned educators and elected
officials to examine the quality of education in America. The results of the commission
were published in a federal report by the National Commission on Excellence in
Education entitled A Nation at Risk: The Imperative for Educational Reform. The report
highlighted a ―rising tide of mediocrity‖ that threatened the very future of the Nation and
its people (National Commission on Excellence in Education, 1983). Following the
Reagan era, President George Bush hosted governors of the United States and corporate
leaders at the 1989 Education Summit. This summit featured a set of national
performance goals and benchmarks that students were expected to achieve by the year
2000 (National Education Goals Panel, 1999). In 1994 President Bill Clinton initiated
―The Goals 2000 Educate America Act‖ designed to revolutionize curriculum,
assessments, and textbooks used in American schools. He also sponsored a national
education summit, emphasizing the ongoing need for educational reform in America
(Chicago Tribune, 1994). The ―No Child Left Behind‖ Educational reform movement
authorized by President George W. Bush in 2001 and the ―Race to the Top‖ educational
reform initiative authorized by President Barak Obama in 2009, are the most recent
educational reform efforts that have surfaced to improve the educational agenda in
America (Lohman, 2010).
Each of these reform movements sought to hold schools and school districts
accountable for student growth and achievement by raising academic standards and
increasing accountability. However, after raising academic standards and increasing
accountability many U.S. schools are still considered ―failing,‖ and these schools serve a
disproportionate number of poor and minority students (Basken, 2006). There are some
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who believe that building educational policies around higher standards and tougher
accountability are not enough. These initiatives may motivate educators to work harder
at school improvement, but alone do not yield the gains in student achievement needed to
enhance student achievement that meet the needs of all students (Rowan, Correnti,
Miller, & Camburn, 2009). Additionally, many researchers and scholars contend what
low-performing schools in America need is a fundamental overhaul of instructional
practices, and in an effort to implement more innovative approaches to instruction they
are calling for school leaders to build strong professional communities (Stringfield &
Datnow, 1998).
Thus, educational reform in America continues. Just five years ago, when
President Obama took office, American education was at a crossroads. There were those
who demanded a more realistic accountability measure to gauge the academic growth and
achievement of the nation’s children (Anderson, 2011). The educational reform
movement at that time was No Child Left Behind (NCLB), authorized by the previous
President, George W. Bush. While NCLB forced the nation to address accountability and
equity for every student, it included some unintended consequences that suggested a onesize fits-all solution for measuring academic achievement for students (The White House,
2014). For example, all students in tested grades were expected to achieve proficiency
ratings in the subjects of reading and math on state-mandated standardized tests by the
year 2014 (Saunders, 2012).
In an effort to stave off poor student and school performance, the Obama
Administration set a new agenda with its signature educational reform agenda – Race to
the Top (RTT). The Race to the Top initiative was declared one of the most significant
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educational reforms in America’s history. This reform movement, carrying a 4.35 billion
dollar price tag, was designed to create greater educational innovation within the United
States (Boser, 2012). Authorized under the American Recovery and Reinvestment Act of
2009 (ARRA), Race to the Top challenged 19 states to close the achievement gaps
among students and promised to get more students into college (The White House, 2014).
Four years after the inception of RTT, the overarching findings suggest that this
reform effort has impacted the state of education in America in the following ways
(Miller & Hanna, 2014):


Data suggests that most states participating in RTT have met the expectations
relative to improving the quality of teaching and learning in America.



Many low performing schools participating in RTT have achieved positive results
as a result of implementing reform models.



College and career readiness standards are being implemented in all states that
received RTT funding; however, some states are experiencing difficulty with the
implementation of the new standards.



At least four of the states that received the RTT grant report new evaluation
systems are addressing more rigorous expectations for administrators, teachers,
and students.
Despite the positive results of RTT and other recent reform agendas, academic

achievement remains low for poor and minority students and the achievement gap
remains. According to the education firm, Pearson, the United States ranked 17th in the
developed world for education (Huffington Post, 2012). After implementing a plethora
of reform initiatives it is questionable as to why this is the case (Resmovits, 2014).
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In response to this perplexing question, a wealth of literature has emerged
concerning the role of the school principal and his or her impact on educational change
and reform. Leithwood et al. (2004) found that relative to its impact on student growth
and achievement effective leadership is second only to classroom instruction. They also
suggest that there are many factors that contribute to successful schools, but an effective
leader is the catalyst. The authors go on to add that without an effective leader lowperforming schools are less likely to thrive.
A New Era of Educational Reform: Instructional Leadership
According to researchers at the George W. Bush Institute effective leadership is
critical to student achievement and the improvement of schools (George W. Bush
Institute, 2014). Current educational reform efforts focus on the effectiveness of school
leaders and the competencies they must possess in order to meet rigorous standards.
During this era of accountability in the field of education, stakes are high for school
leaders as they are charged with not only the responsibility of overseeing student
performance and achievement, they are also responsible for closing the achievement gaps
between student sub-groups that account for an expanding and diverse student
populations within schools (Catano & Stronge, 2006).
Therefore, the major focus of the current reform movement has shifted to the role
of the principal (Cunningham & Cordeiro, 2009). Principals are being asked to become
instructional leaders responsible for the effectiveness of the school, as well as the
academic achievement of all students in attendance (Clifford & Ross, 2011; Council of
Chief State School Officers, 2008; Lashway, 2002). Principals are expected to create
supportive and comfortable environments that complement high quality course work,
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increased parental involvement and teacher effectiveness, and strategically influence
student growth. They must also be able to support the diverse needs of students, faculty,
and parents, and develop high-performing school communities for all stakeholders
(DiPaola & Walther-Thomas, 2003).
As recently as ten years ago, school leadership was not considered a priority in
school reform movements. Today, as evidenced by a 2010 survey administered by the
Wallace Foundation, improving school leadership is ranked as a high priority. The
survey revealed that principal leadership is one of the most critical matters facing public
education. Second to effective teachers effective school leadership was ranked as a
priority as it related to influencing student growth and achievement (Simkin et al., 2010).
In the past, principals were trained to be managers rather than instructional leaders. This
method of leadership is passé as principals are now expected to show evidence of
competencies that will qualify them as effective leaders. Today, their ultimate
responsibilities include increasing student achievement and increasing the capacity of
their faculty and staff (Stronge & Leeper, 2012). The role of school leader has evolved
from that of a manager to one who leads with the understanding of himself and the needs
of others (Green, 2010).
William Whyte, in his book The Organization Man, portrayed the 1950s principal
as an individual who was viewed as middle management personnel, overseeing logistical
aspects of a school such as buses and textbooks. He characterized the work of school
leaders as ones who worked for the ―Organization‖ and whose purpose in life was to
perpetuate the life of the institution (Whyte, 2002). In essence, a principal must have the
capacity to lead.
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The principal’s capacity to lead is a critical variable when aligning instructional
quality to student achievement. At the heart of this capacity is a principal who can focus
on program coherence, building professional communities, providing resources, and
promoting effective teaching and learning (Newmann, King, & Youngs, 2000).
Leithwood and Riehl (2005) offered that principals exert a powerful influence on the
quality of teaching and learning concluding that school leadership is second only to the
effects of quality teacher instruction.
At the policy level state and federal laws are beginning to embed language within
policies and laws that hold principals increasingly accountable for ensuring the success of
schools specifically focusing on the growth and achievement of all students. Principal
effectiveness and student achievement are closely aligned. Subsequently, in order to
ensure the best possible education for students systems need to be in place to help school
leaders grow and improve (Educators 4 Excellence, 2012).
As legislative bodies, special interest groups, and the general public demand and
expect student growth school leaders will be held under much scrutiny. Principals
ultimately are responsible for the success of schools. They play a critical role in closing
achievement gaps that separate high performing students from low performing students.
However, school leaders must possess the appropriate knowledge and skills needed to
transform school communities for the better (Johnson & Uline, 2005).
In summary, as the primary instructional leader principals are required to possess
a plethora of knowledge, skills, and dispositions. If the goal of the school leader is to
engage members of the school community in a compelling vision of teaching and
learning then he or she must promote professional collaboration and share core values
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that support student growth (Fullan, 2001). Moreover, if principals are able to
demonstrate instructional knowledge relative to content, curricula, and assessments they
earn important credibility with stakeholders as they oversee the teaching and learning
landscapes within their buildings (Waters et al., 2003). If school leaders are to
accomplish the overarching goal of increasing school effectiveness, that is to say the
improvement of student learning, they must exhibit skills and behaviors that qualify them
as instructional leaders (Knuth & Banks, 2006).
Effective Leadership for Successful Schools
With the advent of this new age of educational reform it is clearly evident that
effective instructional leaders are needed to facilitate the much needed change in schools.
(Green & Cooper, 2012). Now, more than ever before, the leadership of schools is being
questioned, and the hard questions being asked address the performance of schools,
school leaders, and student achievement (Green & Cooper, 2012).
The ultimate measure of a successful school is one that is led by a principal who
promotes the scholarship of all students. Students in a successful school environment are
encouraged to achieve high standards of scholarship and leadership (Wisconsin
Department of Public Instruction, 2014). Successful schools also reflect:
1. A vision that is clearly defined for the improvement of learning for all students
2. A broadly defined set of standards that emphasize the development of skills
and academic knowledge
3. A set of goals that provide benchmark assessments throughout the school year
to measure progress
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4. A process of communication to all constituents about the progress of students
toward set goals (Wisconsin Department of Public Instruction, 2014).
Included in this recipe for success is the presence of the school principal
(Chenoweth, 2007). Effective principals are ever-present constantly gauging the pulse of
the school community. They actively engage others in the decision-making process and
practice the art of distributive leadership as they encourage others to lead as well. The
distributive leadership practice suggests that institutional improvement does not rely on a
single individual; rather it builds a school culture that allows for shared responsibility
among all stakeholders (Spillane, 2006).
Principals of successful schools also pay careful attention to the needs of
stakeholders. For example, they structure and support the work of the faculty and staff
working collaboratively with stakeholders to meet the needs of all students. Specifically,
teachers are highly regarded and are given time to work together; observe one-another;
and offer ideas during professional development settings that promote the goals of the
organization (Chenoweth, 2007). Essentially, the academic performance and success rate
of schools is directly aligned to the level of effectiveness of the school leader (New
Leaders for New Schools, 2009). If instructional leadership is strongly advocated as a
factor in the achievement levels of schools one is justified in questioning the disposition
and style of leaders who lead schools that function at different levels.
Reward, Focus, and Priority Schools
Today, the success rates of schools are classified into three performance
categories: ―Reward Schools", "Focus Schools", and "Priority Schools". These three
categories are based on student growth and reflect a school’s academic performance
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status in accordance with a new accountability system designed through a waiver from
No Child Left Behind (Office of Superintendent of Public Instruction, 2014). In addition
to categorizing schools in one of the three designated categories, schools are also directly
compared to one another by using the Average Growth Index (AGI). The Average
Growth Index measures student growth across tested grades and subjects in each school.
If the AGI is equal to a zero, students in a particular school are said to have met the
standard for academic growth. If the AGI is greater than zero, students in a particular
school are said to have exceeded the standard for academic growth. If the AGI is less
than zero, students in a particular school are said not to have met the standard for
academic growth (SAS, 2014).
Reward schools carry the designation of being ―high-progress schools‖. These
schools are Title I Schools that have made Adequate Yearly Progress (AYP) in both math
and reading for three consecutive years. These schools are also inclusive of the top 5%
of schools in a particular state based on annual growth and being among the top 5% for
academic achievement (Office of Superintendent of Public Instruction, 2014; Tennessee
Department of Education, 2012; U.S. Department of Education, 2011).
Focus schools are comprised of 10% of the schools within a particular state.
These schools have large academic achievement gaps between groups of students, such
as students with disabilities and those who are economically disadvantaged. Students
within these subgroups have performed consistently low on statewide assessments in
math and reading, combined, over a three-year period (Office of Superintendent of Public
Instruction, 2014; Tennessee Department of Education, 2012; U.S. Department of
Education, 2011).
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Priority schools are inclusive of 5% of the lowest-performing schools in the state.
This designation is based on combined statewide achievement test results in both math
and reading, over a three-year period. These schools have proficiency rates of less than
40% over a three-year period (Office of Superintendent of Public Instruction, 2014;
Tennessee Department of Education, 2012; U.S. Department of Education, 2011).
As evidenced by the identification of the three designated school categories listed
above, it is clear that a disparity in student achievement remains. What is not clear is
whether or not the disposition or style of the school leader significantly impacts student
growth and school success rates (Green & Cooper, 2012). For this reason, the role of
leadership dispositions and instructional leadership, relative to the influence they have on
student achievement, is worthy of further investigation.
Dispositions Defined
Dispositions are characterized as values, beliefs, and attitudes which are exhibited
in the behavior of leaders (Melton et al., 2010). While differences exist between the
varying opinions of what defines a disposition, a number of studies appearing in the
literature offer evidence that the disposition of a school leader can impact the academic
achievement of students (Barge, 2009; Barlow, Jordan, & Hendrix, 2003; Helm, 2010).
Therefore, a study of preferred dispositions of effective school leaders, namely the
disposition of the principal and its influence on his or her relationship with teachers and
school effectiveness, has merit (Green & Cooper, 2012).
Essential Dispositions for School Leaders
The disposition of school leaders is a controlling perceptual quality that
determines their natural or usual ways of thinking and acting (Usher, 2002). Qualities,
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such as integrity, honesty, trust, and character characterize the disposition of school
leaders and provide an explanation as to why they act in a certain way (Combs, 1974;
Fullan, 2002; Perkins, 1995; Reavis, 2008; Schulte & Kowal, 2005). When examining
the relationship between leaders and followers Knuth and Banks (2006) postulate that a
basic need of those who are being led is the underlying belief that their leaders are people
of character. Character determines the authenticity of a leader and how strongly that
leader is committed to his or her values (Covey, 1989). Evans (1996) suggested that such
leaders foster trust in others. He wrote, ―Trust is the essential link between leader and
led, vital to people’s job satisfaction and loyalty, vital to followership‖ (p. 183).
Kouzes and Posner (2002) surveyed more than 75,000 people asking participants
to respond to the most important trait they looked for in a leader. Nearly 90% cited
honesty as the trait they deemed most important. Relative to the school community,
Blasé and Kirby (2000) found that honesty was the character trait teachers consistently
used to describe effective principals. Walumbwa and Schaubroeck (2009) shared that
ethical leadership has been widely researched by practitioners and academicians over the
past decade. Many scholars have investigated the effects of ethical leadership on
employees’ behaviors and attitudes about the workplace. They found that the impact of
ethical leadership was an effective predictor of employees’ job satisfaction. Commitment
to the organization, moral identities, and the behavior of followers were also influenced
as well.
Authentic leadership practices suggest that leaders behave in ways that are guided
by the ethics and morals they hold true. These truths impact the manner in which schools
are led (Begley & Stefkovich, 2007). The practice of authentic leadership leads to self-
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awareness, being true to oneself, and one’s ability to be sensitive to the position of others
(Begley, 2001; Wang & Bird, 2011). Avolio, Gardner, Walumbwa, Luthans, and May
(2004) suggest that leaders must know who they are, what they believe in, and behave in
such a way that reflects their values when interacting with others. Leaders, in this regard,
are aware of their strengths and limitations and tend to reveal their true selves to their
followers. Authentic leadership also encompasses the inner-self of a leader. The leader
is able to reflect on his or her position relative to decision-making, while at the same time
respecting others within the organizational culture to solve problems and influence
change (Goffee & Jones, 2005).
Overcoming difficult situations and successfully navigating the waves of change
adds value and offers meaning to those in the position of leadership (Leroy, Palanski, &
Simmons, 2011). This style of leadership offers a construct of behaviors that are framed
by the manner in which leaders promote a positive moral perspective resulting in the
successful completion of organizational outcomes, work performance, and stakeholder
satisfaction (Bird, Wang, Watson, & Murray, 2009; Walumbwa, Avolio, Gardner,
Wernsing, & Peterson, 2008). In his book Leading in a Culture of Change, Fullan (2001)
argued that in order to be effective, leaders must be guided by moral purpose. Kouzes
and Posner (2002) authored the Ten Commitments of Leadership. Among these
commitments, they emphasize that finding a moral voice is an essential value when
assessing one’s commitment to leading an organization.
Leader Dispositions and Dimensions of Effective Leadership
Effective leaders can be characterized by the behaviors they exhibit when
directing a group toward goal attainment. Stogdill and Coons (1957) characterized
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leadership behavior within the framework of two dimensions (1) initiating structure and
(2) consideration. The initiating structure measures the degree to which the leader
defines his behavior and the behavior of others relative to the completion of
organizational tasks. This dimension focuses on establishing channels of communication
and maintaining performance standards. The second dimension, consideration, focuses
on the degree to which the leader expresses concern for the well-being of others. In this
case leaders are mindful to consult with followers before making decisions that may
impact them. Included within the consideration dimension are behaviors such as one
being approachable, trustworthy, and respectful.
Blake and Mouton (1985) offer additional insight into the orientation of
leadership behaviors. They also identified two dimensions of leadership effectiveness.
The first dimension, concern for production, emphasizes task completion. The second
dimension, concern for people, highlights the importance of relationships within an
organization. Five leadership styles evolved from these dimensions. The styles included
(a) country club management (b) authority obedience (c) impoverished management (d)
organization non-management and (e) team management. The ―team management‖ style,
which supports a balance of task completion as well as positive relationships, surfaced as
the style most effective and equitable relative to leadership traits.
When one examines the importance of leadership dispositions it is important to
note that certain traits can increase the likelihood of success for leaders (Kirkpatrick &
Locke, 1991). For example, many writers have suggested that school leaders must be
moral agents capable of addressing moral dilemmas that occur in schools. They argue
that ethical reasoning should prevail as leaders work to apply the principles of equal
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respect within the organization, resulting in stakeholders receiving maximum benefit
(Fullan, 1999; Goodlad, 1994; Sergiovanni, 1992). The principle of maximum benefit
suggests that decisions should be made that will result in the greatest benefit for most
people within the organization, therefore leading to the overall success of the school
(Strike et al., 2005). This type of leader creates a shared vision of common purpose,
taking into account the best interest of all stakeholders (Sergiovanni, 1992). Greenleaf
(1977) offers that people are inclined to follow leaders who are willing to make sacrifices
for others and have the courage to promote ideas other than their own. Principals who
possess moral character, as well as the ability to effectively manage their schools create
level of readiness and motivation within the school community. In addition to fostering
supporting and trusting relationships, these principals are able to shift the focus and
conversations within the culture to that of best practices and research findings designed to
improve programs and instruction (Fullan, 2001).
Bass (1998) and Collins (2001) identified several characteristics that are aligned
with successful leadership. Collins (2001) went on to identify what he categorized as a
Level Five Leader. This type of leader possesses traits synonymous with effective
leadership. Similar traits are embedded within the Interstate School Leaders Licensure
Consortium (ISLLC) Standards (Council of Chief State School Officers, 2008). A
compilation of these traits describe characteristics of effective school leadership. It is
essential for leaders of today’s schools to seriously consider how characteristics and traits
influence school effectiveness (Green, 2009). Green (2009) offers a side-by-side
comparison of these traits as compiled in Table 1. He contends these traits reflect the
qualities of a leader and speak to the dispositions necessary for effectiveness.
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Table 1
Traits from Recent Leadership Studies and Traits from the ISLLC Standards

Traits from Recent Leadership
Studies

Traits from the ISLLC Standards

Ambition and energy

Vision

The desire to lead

Knowledge

Honesty and integrity

Effective communication skills

Self-Confidence

Fairness

Intelligence

Dignity

Job-related knowledge

Respect

Vision

Risk taking

Passion

Trustworthiness

Courage

Acceptance of responsibility
Ethics
Caring
Acceptance of consequences
Collaboration
Effective consensus building

Another organization relating standards and dispositions to effective instructional
leadership is the Council of Chief State School Officers. The Council of Chief State
School Officers provided the leadership for the development of the ISLLC standards.
These standards represent the most current recommendations of high-level standards in
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educational leadership. The Council recognizes that effective educational leadership is
important and is essential if schools and school districts intend to meet the demanding
obligations for improving student achievement (Council of Chief State School Officers,
2008). The many complexities associated with the principalship are captured within the
ISLLC standards. The standards represent progress, using current research, toward
developing a guiding structural framework for principal development (Vanmeter &
McMinn, 2001). For example, McCown, Arnold, Miles, and Hargadine (2000) and Cox
(2003) found that ISLLC standard five which includes dispositions such as integrity,
fairness, and ethics was of most importance when identifying the characteristics of
effective leadership styles.
The Impact of Dispositions on Leadership Styles
It is possible for school leaders to possess some effective skills and positive
leadership traits, but lack the type of dispositions that influence effective leadership (Deal
& Peterson, 2009). This void has the potential of negatively impacting the leader’s
ability to achieve long-term success. In such instances, the disposition of the leader may
negatively impact the school environment, interfering with the teaching and learning
process (Deal & Peterson, 2009). Some examples of how dispositions are imbedded in
the style of leaders, positively or negatively affecting the academic achievement level of
students, can be observed using the theories discussed in the following section.
Theory X/Theory Y
Theory X and Theory Y as theorized by McGregor (1960) describe leadership
styles that could positively affect or adversely impact the school environment. A leader
with a theory x disposition acts in ways that are coercive and directive, while a leader
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with a theory y disposition acts in ways that are democratic (Green, 2009). The
disposition of school leaders can affect student learning and development and the level of
motivation of faculty members. Thus, dispositions influence behaviors toward faculty,
students, families, colleagues, and communities (National Council for the Accreditation
of Teacher Education, 2002).
Avolio and Reichard (2008) suggest that effective leaders, those who personify
qualities of a theory y leader, engage in practices that foster a sense of mutual
understanding between the leader and follower, based on transparency, trust, and
openness. Leaders who are open and transparent set examples that their followers can
reciprocate. Woods (2005) refers to this type of leader-follower exchange as democratic
leadership. The democratic leader looks to create a culture where stakeholders are
encouraged to practice values such as ethics and integrity that lead to members of an
organization working toward a common goal. The leader’s character exhibits behaviors
that encourage stakeholders to actively contribute to the culture in which they inhabit.
Green (2009) postulates that in order for one to be effective in leading today’s schools, he
or she must be courageous in his or her approach, driving fear from the workplace and
encouraging a community that collaborates on issues pertinent to the school environment.
This style of leadership is a contributing factor to shaping a school culture into one that is
positive and encourages stakeholder participation in the teaching and learning process
(Deal & Peterson, 1998; Ryan & Oestreich, 1991).
Transformational/Transactional Leadership
Roberts (1985) contends that as the transformational leader encourages
stakeholder participation, he or she creates energy and offers optimism to stakeholders as
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it redefines their mission and vision. On the other hand, the transactional leader
represents the traditional influence model whereby the leader gives something to get
something. Within the transactional leadership framework, the leader regularly engages
in the process of exchanging benefits with followers. This leadership style creates a low
sense of trust and followers are controlled in an effort to get them to complete tasks
(Bass, 1997).
Leaders are responsible for fostering this momentum as they work to create a
strong sense of community within the organization by creating a vision to accomplish
goals. This level of commitment shapes the leader’s sense of purpose for the vision.
Kouzes and Posner (2002) contend that vision is second only to honesty when examining
essential characteristics of effective leaders. If leaders are to inspire trust and a shared
vision among followers they must be principle-centered and must hold true to their own
core values. Sarason (1990) explains as administrators lead the charge of shaping school
cultures, they often seek to strike the proper balance along the power continuum when
doing so. Their leadership practices should facilitate a passion for the vision in such a
way that results in meaningful participation from followers. She goes on to add that
individuals are more committed to the process of change when they feel they have a
voice in matters that affect them. Fullan (2001) offers that effective leaders must be
sophisticated conceptual thinking individuals, capable of transforming organizations
through his or her followers. They should display hope, energy, and enthusiasm.
Additionally, they should possess moral purpose, an understanding of the change process,
the knowledge of sharing, and the ability to improve relationships.
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Transformational leadership encourages a renewed sense of commitment among
followers and empowers those who participate in the process of change (Bass, 1997).
Bass and Avolio (1994) assert that the role of the transformational leader is to focus on
the building of capacity among stakeholders for the purpose of meaningful organizational
change. It has been suggested that the most successful leaders should employ the
characteristics of transformational leadership, exhibiting behaviors that are comprised of
strengths, weaknesses, and the acknowledgment of others (McFarlin & Sweeney, 1998).
Balyer (2012) suggests that the transformational leader has the type of rapport with
stakeholders that influences the attitudes of stakeholders in such a way that allows for
school improvement. Balyer goes on to state that transformational leaders have the
ability to motivate and influence those around him or her. This type of leader
consistently stimulates followers in such a way that they are able to use innovation and
creativity to approach problems within the organization in new ways. Principals who
display characteristics of transformational leadership influence teacher satisfaction that
results in better student performance.
Three foundational functions of transformational leadership assist leaders with
facilitating change. First, transformational leaders are servant leaders, recognizing and
respecting the needs of others. They lead with a spirit of compassion and inspire
followers to achieve great levels of success. Secondly, transformational leaders lead with
a sense of charisma and passion, instilling a sense of trust and confidence among those
with whom they work. Finally, transformational leaders stimulate the intellect of
followers and encourage them to perform at the same caliber as the leader (Castanheira &
Costa, 2011).
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Knuth and Banks (2006) offer that leaders who are of strong character, exhibiting
dispositions such as integrity, fairness, and ethical behavior, forge positive relationships
and are best positioned to lead complex organizations such as schools. They note that
leadership is a combination of strategy and character, but of these two attributes,
character is more important.
According to Brown, Trevino, and Harrison (2005) ethical leadership can be
defined as one demonstrating the appropriate conduct by way of interpersonal
relationships, personal actions, and the manner in which the leader engages in two-way
communication and decision making. This definition represents the ethical leader as a
person of moral character who possesses traits such as trustworthiness, honesty, and
integrity (Brown & Trevin˜o, 2006) and as one who has influence over the attitudes and
behaviors of his followers (Trevin˜o & Brown 2004).
Gardner, Avolio, Luthans, May, and Walumbwa (2005) also contends that as
ethical leaders exhibit traits such as commitment, integrity, and honesty to the
organization, followers are more likely to feel safe when sharing their ideas and
knowledge with others. Conversely, when followers regard leaders as unethical, they
may refrain from working with their colleagues (Janssen, 2000). Moreover, ethical
leaders can be distinguished by the manner in which they listen to their subordinates
encouraging them to express their ideas which, in turn, stimulate followers to offer new
ideas to improve the present condition of the organization (Martins & Terblanche 2003).
Ethical leaders are expected to respect the dignity and talents of others. This can
be accomplished by providing them with opportunities to learn and build their capacity as
they are appropriately placed in positions that best fit them (Ciulla, 2004; Zhu, May, &
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Avolio, 2004). In addition, followers who are offered high levels of autonomy in the
workplace are more likely to exhibit innovative behavior in the workplace. Fewer
constraints encourage them to propose, promote, and implement new ideas (De Hoogh &
Den Hartog, 2008; Piccolo, Greenbaum, Hartog, & Folger, 2010). Business leaders have
long-recognized the correlation between productivity and working conditions. Whereas,
many U.S. schools often fail to address this critical link. However, school leaders must
recognize and respond to the effects that working conditions have on teacher attrition and
student achievement (Hirsch, 2005). Research shows that school leaders who monitor the
work environment and attend to the needs of stakeholders are effective in motivating
followers to establish a school culture that sets high expectations for all students
(Emerick, Hirsch, & Berry, 2005).
The Disposition of the Principal and Its Effect on School Climate and Culture
According to Moolenaar, Daly, and Sleegers (2010) a school’s culture and the
motivation of the followers within the organization are positively aligned with
transformational leadership. Within this environment leaders have to the ability to
motivate followers to do more than expected and engage in higher levels of productivity.
Northouse (2001) offers that transformational leadership, in simplest terms, is the
leader’s ability to influence people to want to change for the better. He suggests that
when followers feel valued and their needs are met, they desire to be led and will work to
improve the organization. This type of collaborative school culture encourages leaders
and followers to openly communicate while working toward goal attainment. In this
setting there exists a collective responsibility for continuous school improvement
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whereby members support one another as they work toward implementing the vision of
the organization (Little, 1982).
According to Fullan (2001) society has become more complex, thus resulting in
the need for more sophisticated leadership. School leaders are expected to manage the
complexities of this changing world if they are to become effective in leading schools.
To that end, principals must be strong communicators, problem solvers, change-agents,
and transformational leaders. Therefore, effective school leaders funnel their goals
through the foundational process of creating a vision. They understand this is the process
by which future decisions are made (Kearney & Herrington, 2010). They also embrace
the idea that the vision must be a shared one, inspiring others within the organization to
embrace the vision as well (Kouzes & Posner 2002). Principals who lead highperforming schools are certain about the vision of the school and they are confident in
their abilities to guide the entire school community to the primary goal of increased
student achievement and sustainable school success (Leithwood & Riehl, 2003).
Principals who have proven successful in sustaining the vision of the school do so by
consistently setting and communicating to stakeholders goals that are attainable (Cotton,
2003; Marzano, Waters, & McNulty, 2005).
Whitaker et al. (2000) suggest that in order for the vision of the school to move
forward it is essential that a level of trust is established between the leader and those who
work with him or her. They contend if trust is not present then the leader will be secondguessed by others. Barnard (1968) examined the idea of trust in the leader-follower
relationship and offered the idea of the ―zone of indifference‖. This idea suggests that
leaders must work to build a relationship of trust so that followers are willing to respond
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in a positive manner to the directives from the leader. In this case, the followers work
with the leader without questioning his or her decisions.
Though collaborative school cultures are not easily developed once reinforced the
dividends are great (Center for Collaborative Education, 2001). Exceptional school
leaders create positive school cultures and build successful relationships (The Campaign
for Fiscal Equality, 2011). School leaders are responsible for exhibiting behaviors and
facilitating activities that result in a collaborative culture within the school. Members
should feel respected and that their input is valued. When a culture of collaboration
exists, collegiality, trust, and openness promote a climate of professionalism whereby
stakeholders work together to serve all students (Green, 2009). When this occurs the
capacity for change and improvement are enhanced as stakeholders engage in more
professional discourse, the exchange of ideas, and work together to identify solutions to
problems the organization may face (Fullan & Hargreaves, 1991).
Howard, Howell, and Brainard (1987) suggest the person most responsible for the
manner in which the climate is developed in a school setting is the principal. They offer
eight indicators that promote change and add great value to a school. They contend if the
school climate does not improve, other components of the school will fail to thrive.
Conversely, if the school does improve, other components will advance. Indicators
essential to a positive school climate include:
1. Respect – There must exist an atmosphere of mutual respect. Respect must be
extended to all stakeholders. Followers must be able to see themselves as adding
value to the organization.
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2. Caring – Stakeholders must feel as though the leader is concerned about them.
The leader must show he or she is interested in the well-being of all.
3.

High Morale – When school members are confident about what is happening,
they feel good about completing assigned tasks.

4. Opportunities for Input – Leaders should provide an opportunity for a wide-range
of stakeholders to meaningfully contribute ideas to the organization. Members
want to know their input is being seriously considered.
5. Continuous academic and social growth – High expectations are set by the faculty
and staff for student growth.
6. School Renewal - The school continuously changes, grows, and develops.
7. Cohesiveness - Stakeholders should feel as though they belong to the school.
8. Trust – Stakeholders want to know they can depend on the leader to do what he or
she says he or she will do. Trust is a characteristic expected of school members.
Ultimately, the climate and culture of a school are set by the school principal. In
order for a school to be productive it is essential for the school leader to establish and
support a positive school environment (Keefe, Kelley, & Miller, 1985). Kelly (1980)
contends that the environment is impacted by the behavior of the principal. He offers that
the behavior of the leader is a function of the relationship he or she has with individuals
within the environment and the manner in which he or she meets the needs of those
individuals. In the school setting, individuals are more willing to assert themselves and
complete assignments based on the values held by those individuals. The individual’s
values are aligned with their commitment to the school and influence relationships with
colleagues. These relationships reflect the individual’s beliefs and establish the manner
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in which individuals work with school leaders to promote positive change in schools
(Boyatzis & Skelly as cited in Kolb, Osland, & Rubin, 1995).
Sustainable long-term educational reform is greatly influenced by effective school
leaders. For a period of time now educators largely agreed that principals must be
instructional leaders if they are to serve as effective leaders capable of facilitating the
process of sustained innovation in schools (Fullan, 2002). Though identifying
instructional leadership as the primary role of the principal has proven instrumental in
increasing student learning, this is not enough to sustain school improvement. School
leaders must also consistently mobilize the energy and capacity of teachers. This can be
accomplished by improving morale and teachers’ working conditions. Thus, it is
imperative that school leaders are selected who transform learning cultures and the
teaching profession as well (Fink & Resnick, 2001).
The Impact of Leadership Dispositions on Teacher Commitment
According to Barth (1990), the relationship that exists between the principal and
the teacher is one of the most critical elements impacting teacher effectiveness; thus,
ultimately impacting student performance. Teacher perception of the disposition of the
principal and the effect that it has on his or her behavior is critical to this relationship and
the effectiveness of the school (Blase & Kirby, 2000). The school leader and faculty
must maintain a positive working relationship in order to enhance the academic
achievement of all students. In order for this relationship to hold value, teachers must see
their leaders as individuals who are honest, fair, possessing integrity, and affording
respect to all followers (Green, 2010).
Effective principals understand they cannot do the work alone. They generate a
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sense of collective purpose among faculty and staff, challenging them to move students
from where they are to new levels of mastery (Evans, 1996). Though principals are being
called to serve as primary instructional leaders within schools, effective classroom
teachers are essential to student growth and achievement (Leithwood et al., 2004). One
important component that can be found in organizations that have successfully
implemented change is improved relationships. Schools tend to flourish when
relationships improve (Green, 2010). Therefore, it is advised that principals understand
the dispositions they possess and work to build diverse relationships with all
stakeholders, even with those who think differently from the leader (Goleman et al.,
2002).
Principals need the support of teachers. To that end, school leaders must
understand the manner in which they interface with teachers will positively or negatively,
determine their effectiveness. It is imperative that principals build and maintain positive
relationships with teachers for the purpose of promoting the academic achievement of all
students (Green, 2010).
There is a close connection between principal, teacher, and student effectiveness.
Each of these affects one another and the entire school organization. If students are
successful, teachers are successful. Additionally, if teachers are successful, principals are
successful. In order to deliver the best possible education to students, school leaders
must recognize this continuum to grow and improve as educators (Exstrom, 2010).
Gilmer (2006) contends that teachers are more likely to remain in the profession
when they are satisfied with the school’s climate and trust the leadership of the school
principal. Principals are essential in building positive relationships at the school level.
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Therefore, it is important for principals to collaborate with teachers and develop mutually
supportive relationships. Many studies correlate administrative support to teacher
retention (Ladd, 2009). Teachers are the single most important factor in improving
schools and increasing student achievement (Darling-Hammond, 1997; Wilson, Floden,
& Ferrini-Mundy, 2001). Studies have also shown that working conditions, particularly
in the areas of leadership and teacher empowerment, impact teachers’ decisions to remain
in a particular school or the profession in general (Ingersoll, 2001). Teachers most
admire school leaders who establish a culture by leading with dispositions reflecting
fairness, honesty, and trustworthiness (Ingersoll, 2001). Therefore, it is imperative that
school leaders understand and realize their dispositions can positively or negatively
impact their relationship with teachers, as well as the climate and culture of the school.
In a recent study conducted by Boyd et al. (2011) 5,000 teachers who left the
teaching profession were surveyed. Of that number 40 percent of those teachers noted
the reason for their departure was due largely in part to their dissatisfaction with
administration. The study further revealed the respondents of the survey stated their
current supervisors offered much more support and encouragement than they received
when they were teachers. The study concluded that principals have the responsibility to
possess characteristics and offer administrative support that will keep great teachers in
the classroom (Boyd et al., 2011). Administrative support assumes many forms and
measures the extent to which administrators will go to provide stakeholders with
opportunities to succeed (Hirsch, Emerick, Church, & Fuller, 2007). For example,
Brown and Wynn (2009) identified leadership traits that effectively promoted teacher
satisfaction and retention. A common trait of the principals surveyed in this study was
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that of the rapport they fostered with teachers. These leaders encouraged a sense of
community and welcomed the ideas and leadership of their teaching staff. Additionally,
relative to teacher relations, principals in the study concluded that supporting teachers
was their primary role. Educators 4 Excellence (2012) offered that teachers often feel
they are better equipped to educate students when they have substantial support from
administrators. If principals do not follow through with what they say they will do and
do not provide the necessary support, the entire school feels the consequences.
Conversely, if principals offer the necessary support the consequences are positive in
nature and the school climate and culture thrive. The core values of leaders are modeled
in both word and action; their walk and talk are integrated (Blase & Kirby, 2000; Kouzes
& Posner, 2002).
Other research studies have revealed that to be effective in structuring the school
for effective teaching and learning, principals must support teachers and establish and
maintain positive relationships with them (Iorio, 2008). According to Barth (2006), the
nature of the relationships between teachers and principals has a greater influence on the
culture of the school and student achievement than any other elements affiliated with the
school. If the relationships between principals and teachers are trusting, helpful, and
cooperative, then the relationships between teachers and students, between students and
students, and between teachers and parents, are likely to be the same (Barth, 2006; Green,
2010).
Principals have the ability to improve teacher perceptions overall by simply
attending to fundamental components inherent in quality relationships. As teachers begin
to feel better about themselves and what they do as a result of significant interactions
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with their principals, they become more effective in the classroom (Edgerson &
Kritsonis, 2006). The quality of support teachers receive from principals is associated
with their job satisfaction (Council of Chief State School Officers, 2008; Markow &
Martin, 2005). To that end, functioning in their role as instructional leaders, principals
are well advised to support teachers and develop and maintain positive relationships with
them. When teachers feel positively about their position, they have a positive influence
on students and the school. The reverse is also true; when teachers have negative feelings
about their positions, they may negatively impact students and the school (Edgerson &
Kristonis, 2006).
The University of Washington conducted a study of effective principals as leaders
of leaders. As principals influence and assist with building the capacity of teachers
within the building, student achievement increases. The spread of leadership is
essentially better for the school community as this promotes faculty motivation in the
workplace. For more than 30 years, educational reform movements have recommended
that teachers be utilized in leadership positions. Recent policy discussions offer support
for expanding the role of the teacher into a leader. These discussions reveal that the more
influence the teacher has, the potential for significant positive results in school
improvement exists (Leithwood & Beatty, 2007).
Higher-achieving schools, as compared to lower-achieving schools, typically
receive better achievement results due to the fact that classroom teachers are allowed to
have a greater influence on decisions related to their jobs (Boyd et al., 2011). This results
in fortifying strong classroom instruction. The collective knowledge of teachers, who are
considered leaders, work to embed a culture of high expectations in a school. Effective
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leaders encourage and look for ways to promote faculty collaboration. In schools where
principals encourage collaboration, instruction improves. Shared leadership encourages
positive working relationships between principals and teachers. When these relationships
are stronger, student achievement is higher (Louis, Leithwood, Wahlstrom, & Anderson,
2010).
If teachers do not feel valued by their principals, they feel they do not matter.
This could lead to ineffective teaching and high turnover rates within a school (Iorio,
2008). Principals impact student achievement by way of the relationships they build with
teachers. The management of teacher retention and the minimization of transitions can
be associated with the quality of leadership, school improvement efforts, and student
learning (Branch, Hanushek, & Rivkin, 2013).
Summary
In summary, the disposition of a school leader influences the potential for
teachers to succeed within a school environment. As a result, students’ achievement is
affected. Effective leadership (principal leadership) brings about supportive followership
(teachers and students), and the result is high performing teachers and students. A school
leader with a positive disposition is likely to create a school atmosphere wherein effective
teaching and learning occur. The quality of leadership is directly proportional to the
quality of the followership (Pringle, 2007). Therefore, it is reasonable to believe that the
disposition of the principal can positively or negatively impact achievement in the school.
The question that looms largely is which type of principal disposition is most influential
in developing a positive relationship with teachers and enhancing the academic
achievement of students in the schools they lead (Green & Cooper, 2012).
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The impact effective leadership has on the school community is great and
deserves the attention of school leaders. The issue of identifying behaviors synonymous
with effective leadership continues to surface as a critical issue among educational
practitioners. The most recent literature suggests that effective school leadership is
essential to improving school culture and the advancement of student performance.
Although a number of educational reform movements have sought to improve student
performance, research suggests that a large number of students still remain classified as
underperforming. Thus, it is imperative to further research this issue in an effort to
develop effective leaders who will be able to promote student growth and achievement.
The next chapter provides a detailed description of the data collection procedures and
research design that were used in this study.
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Chapter 3: Research Methodology
Introduction
The purpose of this study was two-fold: (1) to describe principals’ perceptions of
the importance of 16 leadership dispositions, expressed as 32 behaviors and (2) to
determine the extent of the relationship between these perceptions and indices of school
effectiveness as indicated by school designations (Reward, Focus, and Priority) and the
Average Growth Index based on the Tennessee Value-Added Assessment System
(TVAAS). More specifically, the researcher was interested in determining if there were
statistically significant differences in the importance principals attach to each of the
dispositions by their school’s performance ―status‖ and in exploring the strength of
relationship between the level of importance that principals attach to of the each of the
sixteen dispositions and the academic gains made by the students attending their schools.
Given these purposes the following research questions arose:
1. To what extent do principals of schools classified as Reward, Focus, and
Priority perceive each of the 16 dispositions, expressed as 32 behaviors, to be critical to
leadership effectiveness?
2. Within each group of schools classified as Reward, Focus, and Priority do
principals perceive each of the 16 dispositions, expressed as 32 behaviors, to be equally
critical to leadership effectiveness?
3. Across each group of schools classified as Reward, Focus, and Priority do
principals perceive each of the 16 dispositions, expressed as 32 behaviors, to be equally
critical to leadership effectiveness?
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4. What is the strength of the relationship between principals’ perceptions of
each of the importance of the 16 dispositions, expressed as 32 behaviors, and their
schools Average Growth Index?
5. By the school’s status as Reward, Focus, or Priority, are there statistically
significant differences in the strength of the relationship between each of the 16
dispositions, expressed as 32 behaviors, and the school’s Average Growth Index?
Population and Participants
The target population for this study consisted of school principals who worked in
schools that were located in a state in the southeastern region of the United States and
that had been designated as Reward, Focus, or Priority institutions by that state’s
department of education (U.S. Department of Education, 2011). Schools within the three
categories were classified in grade configurations consisting of elementary, middle, and
high schools. From the approximately 400 schools carrying one of the three
designations, the researcher used systematic random sampling to obtain a subset of
schools for further study. Sixty schools from each of the three categories were selected,
for a total of 180 participating schools.
The researcher obtained approval to conduct research among the school
principals in the three designated school categories. The Institutional Review Board for
the Protection of Human Subjects at the University of Memphis granted approval for this
study. Participants were contacted, via email with a recruitment letter, consent form, and
survey link. Principals’ contact information and email addresses were obtained from the
schools' websites or from the State Department of Education. To improve the return rate
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of the surveys, two follow-up emails were sent to the participants within two weeks of the
initial email.
Instrumentation
Seeking to understand the importance of the dispositions of school leaders and
how these dispositions impacted school environments, this research was an extension of
two foundational studies that offered perspectives of school leaders and the dispositions
they felt were most relevant to their leadership practices. Originally, a list of forty-nine
(49) dispositions were selected from the book Practicing the Art of Leadership: A
Problem-Based Approach to Implementing the ISLLC Standards representing the
dispositions most frequently appearing in the literature as characteristics of effective
school leaders (Green, 2013).
The 49 dispositions identified are listed as Appendix F of this paper. Green
contends the 49 leadership dispositions characterize the constructs of effective leadership
as exhibited in major research studies and writings. These dispositions were used to
comprise The Most Preferred Leader Behavior Scale. This scale was accompanied by a
list of definitions for each of the 49 dispositions. These definitions offered a better
understanding of the terminology and demonstrated evidence of research-based strategies
gleaned from peer-review journals and other related research sources.
The Most Preferred Leader Behavior Scale was then administered, during a
session, at the 26th Annual High Schools That Works Conference in New Orleans,
Louisiana, to over 150 school leaders representing schools from across 16 Southeastern
states. From among the 49 dispositions listed on the scale, participants were asked to
check all of the dispositions they most preferred as school leaders. One-hundred twenty-
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three respondents fully completed and returned the survey. Sixteen dispositions surfaced
as those most preferred among the respondents. Those dispositions were: character,
commitment, communication, compassion, consistency, courage, ethics, honesty,
fairness, integrity, openness, passion, rapport, respect, trust, and vision.
The top-ranked 16 dispositions were then placed into a second version of The
Most Preferred Leader Behavior Scale in which respondents were asked to perform a
forced ranking to reveal the importance of the dispositions they most preferred for
effective leadership. E-mailed to some 51 principals in a Southeastern United States
school district, the revised instrument, inclusive of only the 16 top-ranked dispositions,
garnered complete responses from 40 of the original 51 principals for a return rate of
78% (Green & Cooper, 2012).
The Most Preferred Leader Behavior Scale was content validated by peer
judgments made by 123 school leaders in one study conducted by Green and 40 school
leaders conducted in another study by Green and Cooper (Green 2012; Green & Cooper,
2012). From these studies The Inventory of Leadership Dispositional Behaviors
Instrument [Appendix D] was created utilizing the top 16 dispositions previously
identified. This instrument was also content validated by peer judgments made by 62
school leaders. Additionally, the items in this instrument were developed as a result of an
extensive review of previous literature, conversations with practitioners in the field and
an analysis of previous studies.
The Inventory of Leadership Dispositional Behaviors Instrument was expanded to
include statements that characterize leader behaviors advocated for 21st century leaders.
As an extension of the preferred ranking of dispositions, school leaders were asked to
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complete in the previous studies, this instrument offered participants an opportunity to
think about how critical particular leadership behaviors might impact one’s leadership
effectiveness. Participants did not simply rank-order the dispositions they most
preferred. Each of the 16 dispositions included two statements that asked the respondent
how important it was that a principal was able to execute specific actions that
characterized effective leadership. The Inventory of Leadership Dispositional Behaviors
Instrument was used in this study. School leaders were asked to indicate their preference
on the importance they place on the behavior associated with a particular disposition.
The inventory consisted of 32 items, seeking responses on a Likert-type scale. For each
item, the inventory asked respondents to indicate their preferences on the importance they
placed on particular behaviors as indicated by checking whether each behavior was (1)
―somewhat important‖, (2) ―very important‖, (3) or ―absolutely critical‖. Responses were
recorded by checking the appropriate box.
Data Collection
An online survey tool was employed to mount the instrument and to collect the
data. Tied to different response ―collectors,‖ three separate links were emailed to
principals, based on the designation category in which their schools fell (Reward, Focus,
or Priority). Within the online data collection system, there existed a portal for survey 1
(Reward Schools); a portal for survey 2 (Focus Schools) and; a portal for survey 3
(Priority Schools). At the end of data collection, these three online sources of data were
imported into different Excel spreadsheets and a new column of data keyed into each of
those spreadsheets that indexed each school’s Average Growth Index. Subsequently,
these three edited datasets were imported into the most recent version of SPSS (version
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22) and then merged into a single file so that between-group analyses could be
conducted.
Data Analysis
In order to answer the research questions, this study employed quantitative
research methods that used numbers to express patterns and relationships (Rudestam &
Newton, 2007). With respect to the first research question—To what extent do principals
of schools classified as Reward, Focus, and Priority perceive each of the 16 dispositions,
expressed as 32 behaviors, to be critical to leadership effectiveness?—frequencies by
individual item and means by disposition were computed across all principals sampled, as
well as for all sampled principals by individual subgroups (Reward, Focus, and Priority).
To answer the second research question—Within each group of schools classified as
Reward, Focus, and Priority do principals perceive each of the 16 dispositions, expressed
as 32 behaviors, to be equally critical to leadership effectiveness?—Repeated Measures
Analyses of Variance (R-ANOVAs) were conducted to determine whether principals rate
each of the dispositions as being equally important to school effectiveness. If an overall
difference in principals’ perceptions was observed—whether across all principals or by
principal subgroup—follow-up analyses involving the dependent t-test procedure were
employed to determine which pairs of dispositions were observed to differ from each
other. Because of the very large number of comparisons being made, the Bonferroni
correction was employed to control for the large number of comparisons being made.
To answer the third research question—Across each group of schools classified
as Reward, Focus, and Priority do principals perceive each of the 16 dispositions,
expressed as 32 behaviors, to be equally critical to leadership effectiveness?—a
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Multivariate Analysis of Variance (MANOVA) was conducted on the ratings of the 16
dispositions serving as the dependent variables and the school categories (Reward, Focus,
and Priority) serving as the independent variable.
To answer the fourth research question—What is the strength of the relationship
between principals’ perceptions of each of the importance of the 16 dispositions,
expressed as 32 behaviors, and their schools Average Growth Index?—Pearson
correlation coefficients were computed between the principals’ means for the importance
of the sixteen dispositions and the mean of Average Growth Index observed across
schools. Finally, and with respect to the fifth research question—By the school’s status
as Reward, Focus, or Priority, is there a significant difference in the strength of the
relationship between each of the 16 dispositions, expressed as 32 behaviors, and the
school’s Average Growth Index?—Pearson correlation coefficients were computed by
school designation between the principals’ means for the importance of the sixteen
dispositions and the mean of Average Growth Index. To contrast these correlations, the
Fischer r to z transformation was employed to determine whether the differences between
subgroup correlations were statistically significant.
Summary
This chapter contains relevant information regarding the quantitative research
design, participants, instrumentation, data collection procedures, and data analysis used to
interpret the information. The population for this study consisted of a representative
sample of approximately 120 school principals working in schools located in the
southeastern region of the United States. The data collected from the survey was
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compiled and analyzed using SPSS, and the results were organized to respond to the
study’s five research questions.
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Chapter 4: Results of Data and Data Analysis
Introduction
As stated in Chapter 1 the purposes of this study was two-fold: (1) to describe the
level of importance principals placed on 16 leadership dispositions, expressed as 32
behaviors and (2) to determine the extent of the relationship between these perceptions
and indices of school effectiveness as indicated by school designations (Reward, Focus,
and Priority) and the Average Growth Index based on the Tennessee Value-Added
Assessment System (TVAAS). More specifically, the researcher was interested in
determining if there were statistically significant differences in the importance principals
attached to each of the dispositions by their school’s performance ―status‖ and in
exploring the strength of relationships between the level of importance that principals
attached to each of the 16 dispositions and the academic gains made by the students
attending their schools. The research questions that guided this study were:
1. To what extent do principals of schools classified as Reward, Focus, and
Priority perceive each of the 16 dispositions, expressed as 32 behaviors, to be critical to
leadership effectiveness?
2. Within each group of schools classified as Reward, Focus, and Priority do
principals perceive each of the 16 dispositions, expressed as 32 behaviors, to be equally
critical to leadership effectiveness?
3. Across each group of schools classified as Reward, Focus, and Priority do
principals perceive each of the 16 dispositions, expressed as 32 behaviors, to be equally
critical to leadership effectiveness?
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4. What is the strength of the relationship between principals’ perceptions of
each of the importance of the 16 dispositions, expressed as 32 behaviors, and their
schools Average Growth Index?
5. By the school’s status as Reward, Focus, or Priority, is there a significant
difference in the strength of the relationship between each of the 16 dispositions,
expressed as 32 behaviors, and the school’s Average Growth Index?
Results of the investigation and analyses of data collected are contained in this
chapter. The chapter is divided into the following sections: (a) Study Design, (b) Sample
Populations and Demographics, and (c) Quantitative Findings and Answers to Research
Questions.
Study Design
The population for the study was selected by the researcher using a systematic
random sampling to obtain a subset of schools from schools designated as Reward,
Focus, and Priority schools for further study. Sixty schools from each of the three school
types were selected, for a total of 180 participating schools. School principals were
contacted via electronic mail to request and obtain their permission to participate in the
study. Principals were sent the informed consent and survey links via email as well.
Two follow-up emails were sent to participants to encourage participation.
Data for the study were collected through surveys to answer the research
questions. The surveys were administered online and data were collected using a webbased collection software, Survey Monkey. Descriptive data were analyzed using SPSS
software (version 22) to answer questions 1, 2, 3, 4, and 5.
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Principals were asked to respond to the Inventory of Leadership Dispositional
Behaviors instrument. This instrument was used in this study to explore the perceptions
of principals through an examination of the importance they placed on behaviors
associated with a particular disposition, indicating whether each behavior was (1)
―somewhat important‖, (2) ―very important‖, (3) or ―absolutely critical as to how
leadership behaviors impact school quality. After the surveys were returned, data were
placed into the SPSS software, which was used to conduct all quantitative analyses. Data
collected produced results regarding the participants’ perceptions of leader behaviors
regarding the 16 dispositions.
Sample Population and Demographics
Demographics of the principal population were collected to provide for future
research regarding characteristics and qualities that might have an effect on leader
behavior. Although 180 principals were asked to participate in the study, 120
administrators responded to the request for surveys. Of the 120 respondents, only 112 of
these administrators—37 at Reward Schools, 32 at Focus Schools, and 43 at Priority
schools—provided complete data so that means and standard deviations could be
computed for each of the 16 dispositions. This resulted in an overall response rate of
62%. The gender and ethnicity of the participants varied. Of the 120 respondents, 68
(57.1%) were White; 50 (42%) were African American; and 1 (less than 1%) was
Hispanic. Considering the gender of the participants, 67 (56.3%) were women; and 52
(43.7%) were men. Table 2 presents the demographic characteristics of the sample.
Presented in Table 3 and graphically depicted in Figures 1 through 4 following are the
results of those computation for all respondents by disposition—the subject of Research
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Question 1—and for the three subgroups of respondents by disposition—the subject of
Research Question 2.
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Table 2
Demographic Characteristics of the Sample
All

Characteristic
n

Educational Role
Principal
118
Other
2
Gender
Male
52
Female
67
Race/Ethnicity
White
68
African American
50
Hispanic
1
Age
25 to 40
25
41 to 50
53
51 to 60
33
Above 60
8
Grade Structure
Elementary
50
Middle
30
High School
24
Other
13
Years Current Position
One or fewer
29
Two to Three
34
Four to Six
27
More than Six
28
Years as Educator
15 or Fewer
29
16 to 20
34
20 to 25
25
More than 25
30
Highest Degree
Masters or Below
51
Educ Specialist
42
Doctorate
23

Reward
%

n

%

Focus
n

%

Priority
n

%

98.3
1.7

39
0

100
0

33
1

97.1
2.9

46
1

97.9
2.1

43.7
56.3

11
27

28.9
71.1

20
14

58.8
41.2

21
26

44.7
55.3

57.1
42
0.8

27
11
0

71.1
28.9
0

30
3
1

88.2
8.8
2.9

11
36
0

23.4
76.6
0

21
44.5
27.7
6.7

10
16
8
4

26.3
42.1
21.1
10.5

4
14
14
2

11.8
41.2
41.2
5.9

11
23
11
2

23.4
48.9
23.4
4.3

42.7
25.6
20.5
11.1

17
7
9
4

45.9
18.9
24.3
10.8

12
9
6
6

18.2
36.4
27.3
18.2

21
14
9
3

44.7
29.8
19.1
6.4

24.6
28.8
22.9
23.7

9
8
11
9

24.3
21.6
29.7
24.3

7
10
5
12

20.6
29.4
14.7
35.3

13
16
11
7

27.7
34
23.4
14.9

24.6
28.8
21.2
25.4

9
8
11
9

24.3
21.6
29.7
24.3

6
7
7
14

17.6
20.6
20.6
41.2

14
19
7
7

29.8
40.4
14.9
14.9

44
36.2
19.8

14
14
9

37.8
37.8
24.3

17
9
7

51.5
27.3
21.2

20
19
7

43.5
41.3
15.2
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Table 3
Table of Scale Means for Sixteen Dispositions for All Respondents and by Group

All

Reward

Focus

Priority

(N = 112)

(n = 37)

(n = 32)

(n = 43)

M

SD

M

SD

M

SD

M

SD

Communication (items 1 & 2) 2.74

0.35

2.73

0.37

2.72

0.28

2.76

0.38

Openness (items 3 & 4)

2.57

0.39

2.64

0.40

2.47

0.36

2.59

0.40

Honesty (items 5 & 6)

2.68

0.33

2.73

0.28

2.66

0.30

2.66

0.39

Trust (items 7 & 8)

2.79

0.38

2.85

0.31

2.80

0.40

2.74

0.43

Integrity (items 9 & 10)

2.92

0.23

2.91

0.26

2.94

0.17

2.92

0.24

Fairness (items 11 & 12)

2.46

0.49

2.49

0.51

2.41

0.45

2.49

0.51

Ethics (items 13 & 14)

2.76

0.37

2.70

0.45

2.81

0.30

2.77

0.35

Compassion (items 15 & 16)

2.77

0.36

2.80

0.32

2.78

0.36

2.73

0.40

Passion (items 17 & 18)

2.81

0.38

2.77

0.40

2.75

0.40

2.88

0.32

Vision (items 19 & 20)

2.62

0.45

2.66

0.41

2.53

0.49

2.65

0.46

Commitment (items 21 & 22)

2.45

0.49

2.45

0.52

2.36

0.50

2.52

0.45

Character (items 23 & 24)

2.71

0.40

2.72

0.38

2.77

0.36

2.66

0.43

Courage (items 25 & 26)

2.28

0.50

2.22

0.49

2.17

0.49

2.42

0.49

Consistency (items 27 & 28)

2.75

0.34

2.82

0.29

2.73

0.34

2.70

0.38

Respect (items 29 & 30)

2.58

0.52

2.69

0.45

2.44

0.56

2.60

0.52

Rapport (items 31 & 32)

2.27

0.55

2.22

0.58

2.20

0.47

2.37

0.57

Disposition
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Quantitative Findings and Answers to Research Questions
RQ 1. The first research question concerned the extent to which principals of
schools classified as Reward, Focus, and Priority perceive each of the 16 dispositions,
expressed as 32 behaviors, to be critical to leadership effectiveness. Frequencies by
individual item and means by disposition were computed across all principals sampled.
Ranging between highs of 2.92 and 2.81 (observed for the Integrity and Passion
scales, respectively) and lows of 2.28 and 2.27 (observed for the Courage and Rapport
scales, respectively), 16 means were computed for all respondents and subsequently
compared using the Repeated Measures Analysis of Variance (R-ANOVA) procedure.
With the omnibus multivariate test proving to be statistically significant  = .277, F(15,
97) = 16.87, p < .001, p2= .723), a series of 120 follow-up paired comparisons were
conducted, the Bonferroni-corrected results of which are summarized in Table 4. As
previously noted, the mean observed for the Integrity Scale proved to be systematically
higher than all of the other scale means, with the exception of the mean for Passion, while
the mean for Passion proved to systematically higher than seven of the other scale means,
including Openness, Fairness, Vision, Commitment, Courage, Respect, and Rapport.
Helping to explain these scale mean outcomes are the item-level frequency results
presented in Table 5. With respect to the two items defining Integrity, some (89.7%) of
all respondents found it critical for principals to ―Take responsibility for his or her
actions,‖ in order to be effective, while some (93.0%) of all respondents found it to be
critical that principals ―Ensure that all students have access to knowledge.‖ Similarly,
with respect to the two items defining Passion, some (82.5%) of all respondents thought it
critical for principals to ―Exhibit commitment to school improvement‖ to be effective,
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while some (77.2%) of all respondents held that it was critical for principals to ―Exhibit a
sincere desire to achieve the goals of the organization‖ for effectiveness’ sake.
At the other extreme, the mean observed for the Courage Scale proved to be
systematically lower than all of the other scale means excepting Rapport, while the mean
for Rapport proved to systematically lower than all of the other scale means excepting
Courage. Helping to explain these scale mean outcomes are the item-level frequency
results, likewise presented in Table 5. With respect to the two items defining Courage,
only about 1 in 4 of all respondents (25.4%) found it critical for principals to ―Take risks‖
in order to be effective, while less than half of all respondents (44.7%) found it critical
that principals be able to ―Make timely decisions in the face of opposition‖ to be
effective. With respect to Rapport, slightly more than 25% of all respondents found the
disposition to ―Align his or her actions with others who share similar values‖ to be
critical to principal effectiveness, while only a little more than half of all respondents
(55.9%) found it to be critical that principals ―Promote student achievement by
developing a close relationship with shareholders.‖
Further inspection of the item-level table for all respondents suggests that while
administrators tended to rate most of the 32 dispositional behaviors decidedly –that is,
with a clear-cut majority seeing the behavior as either ―critical‖ or ―less than critical‖—
other items proved to be ―split decisions,‖ as evidenced by the non-significant results of
applying a chi-square ―equal frequencies/goodness of fit‖ test to the data. Behavioral
dispositions about which most respondents appeared to be of two minds include ―Change
his or her way of thinking when the situation warrants‖(2 (1) = 0.22, p = .641);
―Acknowledge the suggestions of others‖ (2 (1) = 1.24, p = .265); ―Engage in team
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building‖ (2 (1) = 1.99, p = .158); ‖Engage stakeholders in the decision making
process‖(2 (1) = 1.72, p = .190); ‖Make timely decisions in the face of popular
opposition‖ (2 (1) = 1.26, p = .261); ―Show appreciation for individual excellence‖ (2
(1) = 2.84, p = .092); and ―Promote student achievement by developing a close
relationship with stakeholders‖ (2 (1) = 1.52, p = .217).
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Table 4
Results of Post-Hoc Comparisons Following a Repeated Measures Analysis of Variance
for All Respondents

Disposition
01. Communication
02. Openness
03. Honesty
04. Trust
05. Integrity
06. Fairness
07. Ethics
08. Compassion
09. Passion
10. Vision
11. Commitment
12. Character
13. Courage
14. Consistency
15. Respect
16. Rapport

01 02 03 04 05 06 07 08 09 10 11 12 13 14 15 16


 

 
  
 

 
 
  
  
   


 
 


















 


















 



Note. The multivariate test statistic for the analysis of the repeated measures ( R-ANOVA)
was highly statistically significant (= .277, F (15, 97) = 16.87, p < .001, p2 = .723), with
the results of follow-up testing shown in the table above. Where the Bonferroni-corrected
results were statistically significant, cells with "up" arrows denote comparisons where the scale
mean at left exceeds the mean for numbered scale above, while cells with "down" arrows
denote comparisons where the scale mean at left is lower than the mean for numbered scale
above.
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Figure 1. Graph of Scale Means for 16 Dispositions: All Respondents
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Table 5
Frequencies and Percentages of Respondents Rating 32 Dispositional Behaviors as
Critical or Less than Critical: All Groups
Less than
Critical

Item

Critical

2

p=

.026

n

%

n

%

01. Actively listen to diverse points of
view

46

39.7

70

60.3

4.97

02. Use communication to build
relationships between individuals and
among groups in the organization

16

13.8

100

86.2

60.83 .000

60

52.2

55

47.8

0.22

38

32.8

78

67.2

13.79 .000

64

55.2

52

44.8

1.24

8

6.9

108

93.1

86.21 .000

26

22.4

90

77.6

35.31 .000

20

17.2

96

82.8

49.79 .000

12

10.3

104

89.7

72.97 .000

8

7.0

106

93.0

84.25 .000

37

32.5

77

67.5

14.04 .000

69

60.5

45

39.5

5.05

.025

40

35.4

73

64.6

9.64

.002

14

12.3

100

87.7

64.88 .000

15. Be aware of the needs of the school,
students, and community served

18

15.8

96

84.2

53.37 .000

16. Display behaviors that denote a sense
of caring

36

31.6

78

68.4

15.47 .000

03. Change his or her way of thinking
when the situation warrants
04, Celebrate the accomplishments of
others
05. Acknowledge the suggestions of
others
06. Behave in a trustworthy manner
07. Keep his or her promises
08. Be consistent in words, actions, and
deeds
09. Take responsibility for his or her
actions
10. Ensure that all students have access to
knowledge
11. Be consistent with his or her practices
12. Provide all stakeholders with an equal
opportunity to engage in decision making
13. Use a set of principles to guide his or
her behavior
14. Demonstrate moral behavior

.641

.265

(Table continues)
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Table 5 (continued)
Less than
Critical

Item

Critical

2

p=

n

%

n

%

17. Exhibit commitment to school
improvement

20

17.5

94

82.5

48.04

.000

18. Exhibit a sincere desire to achieve the
goals of the organization

26

22.8

88

77.2

33.72

.000

19. Motivate followers to become
innovative and creative

43

38.4

69

61.6

6.04

.014

20. Align with teachers to reach a
common goal

39

34.5

74

65.5

10.84

.001

21. Engage in team-building

49

43.4

64

56.6

1.99

.158

22. Engage stakeholders in the decisionmaking process

64

56.1

50

43.9

1.72

.190

23. Exhibit behaviors that reflect what he
or she believes

33

28.9

81

71.1

20.21

.000

24. Demonstrate ethical reasoning

32

28.1

82

71.9

21.93

.000

25. Take risks

85

74.6

29

25.4

27.51

.000

26. Make timely decisions in the face of
popular opposition

63

55.3

51

44.7

1.26

.261

27. Keep promises made

37

32.5

77

67.5

14.04

.000

28. Establish a standard of excellence

19

16.7

95

83.3

50.67

.000

29. Acknowledge the contributions of
others

42

37.2

71

62.8

7.44

.006

30. Show appreciation for individual
excellence

48

42.1

66

57.9

2.84

.092

31. Align his or her actions with others
who share similar values

83

72.8

31

27.2

23.72

.000

32. Promote student achievement by
developing a close relationship with
stakeholders.

49

44.1

62

55.9

1.52

.217
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RQ 2. The second research question concerned the extent to which principals of
schools within each group of schools classified as Reward, Focus, and Priority perceive
each of the 16 dispositions, expressed as 32 behaviors, to be equally critical to leadership
effectiveness. Repeated Measures Analyses of Variances (R-ANOVAs) were used to
determine whether principals rate each of the dispositions as being equally important to
school effectiveness.
Reward Schools
Ranging between highs of 2.91 and 2.85 (observed for the Integrity and Trust
scales, respectively) and lows of 2.22 and 2.22 (observed for the Courage and Rapport
scales, respectively), 16 means were computed for Reward School respondents and
subsequently compared using the Repeated Measures Analysis of Variance (R-ANOVA)
procedure. With the omnibus multivariate test proving to be statistically significant  =
.223, F(15, 22) = 5.10, p < .001, p2= .777), a series of 120 follow-up paired comparisons
were conducted, the Bonferroni-corrected results of which are summarized in Table 6. As
previously noted, the mean observed for the Integrity Scale proved to be systematically
higher than all of the other scale means, with the exception of the mean for Trust, while
the mean for Trust proved to systematically higher than seven of the other scale means,
including Consistency, Compassion, Passion, Communication, Honesty, Character, and
Ethics.
Helping to explain these scale mean outcomes are the item-level frequency results
presented in Table 7. With respect to the two items defining Integrity, some (86.5%) of
all ―Reward‖ respondents found it critical for principals to ―Take responsibility for his or
her actions,‖ in order to be effective, while some (94.4%) of all ―Reward‖ respondents
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found it to be critical that principals ―Ensure that all students have access to knowledge.‖
Similarly, with respect to the two items defining Trust, some (86.5%) of all ―Reward‖
respondents thought it critical for principals to ―Keep his or her promises‖ to be effective,
while some (83.8%) of all ―Reward‖ respondents held that it was critical for principals to
―Be consistent in words, actions, and deeds‖ for effectiveness’ sake.
At the other extreme, the mean observed for the Courage and Rapport Scales
proved to be systematically lower than all of the other scale means, with no difference
observed between the means for these two scales. Helping to explain these scale mean
outcomes are the item-level frequency results, likewise presented in Table 7. With
respect to the two items defining Courage, only (16.2%) found it critical for principals to
―Take risks‖ in order to be effective, while less than half of all respondents (45.9%)
found it critical that principals be able to ―Make timely decisions in the face of
opposition‖ to be effective. With respect to Rapport (24.3%) of all respondents found the
disposition to ―Align his or her actions with others who share similar values‖ to be
critical to principal effectiveness, while only a little more than half of all respondents
(57.1%) found it to be critical that principals ―Promote student achievement by
developing a close relationship with shareholders.‖
Further inspection of the item-level table for ―Reward‖ respondents suggests that
while administrators tended to rate most of the 32 dispositional behaviors decidedly –that
is, with a clear-cut majority seeing the behavior as either ―critical‖ or ―less than
critical‖—other items proved to be ―split decisions,‖ as evidenced by the non-significant
results of applying a chi-square ―equal frequencies/goodness of fit‖ test to the data.
Behavioral dispositions about which most respondents appeared to be of two minds
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include ―Actively listen to diverse points of view‖(2 (1) = 1.32, p = .250); ―Change his
or her way of thinking when the situation warrants‖ (2 (1) = 0.24, p = .622);
―Acknowledge the suggestions of others‖ (2 (1) = 0.03, p = .869); ‖Provide all
stakeholders with an equal opportunity to engage in decision making‖(2 (1) = 0.68, p =
.411); ‖Use a set of principles to guide his or her behavior‖ (2 (1) = 3.27, p = .071);
―Motivate followers to become innovative and creative‖ (2 (1) = 1.78, p = .182);
―Engage in team-building‖ (2 (1) = 0.44, p = .505); ―Engage stakeholders in the
decision-making process‖ (2 (1) = 0.24, p = .622); ‖Make timely decisions in the face of
popular opposition‖(2 (1) = 0.24, p = .622); ‖Show appreciation for individual
excellence‖ (2 (1) = 3.27, p = .071); and ―Promote student achievement by developing a
close relationship with stakeholders‖ (2 (1) = 0.71, p = .398).
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Table 6
Results of Post-Hoc Comparisons Following a Repeated Measures Analysis of Variance
for Reward Group Respondents

Disposition
01. Communication
02. Openness
03. Honesty
04. Trust
05. Integrity
06. Fairness
07. Ethics
08. Compassion
09. Passion
10. Vision
11. Commitment
12. Character
13. Courage
14. Consistency
15. Respect
16. Rapport

01 02 03 04 05 06 07 08 09 10 11 12 13 14 15 16












 





























 



Note. The multivariate test statistic for the analysis of the repeated measures ( R-ANOVA)
was highly statistically significant ( = .223, F (15,22) = 5.10, p < .001, p2 = .777), with the
results of follow-up testing shown in the table above. Where the Bonferroni-corrected results
were statistically significant, cells with "up" arrows denote comparisons where the scale mean
at left exceeds the mean for numbered scale above, while cells with "down" arrows denote
comparisons where the scale mean at left is lower than the mean for numbered scale above.
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Figure 2. Graph of Scale Means for 16 Dispositions: Reward Group Respondents
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Table 7
Frequencies and Percentages of Respondents Rating 32 Dispositional Behaviors as
Critical or Less than Critical: Reward Schools
Less than
Critical

Item

Critical

2

p=

n

%

n

%

01. Actively listen to diverse points of
view

15

40.5

22

59.5

1.32

.250

02. Use communication to build
relationships between individuals and
among groups in the organization

5

13.5

32

86.5

19.70

.000

17

45.9

20

54.1

0.24

.622

9

24.3

28

75.7

9.76

.002

19

51.4

18

48.6

0.03

.869

1

2.7

36

97.3

33.11

.000

5

13.5

32

86.5

19.70

.000

6

16.2

31

83.8

16.89

.000

5

13.5

32

86.5

19.70

.000

2

5.6

34

94.4

28.44

.000

11

29.7

26

70.3

6.08

.014

21

56.8

16

43.2

0.68

.411

13

35.1

24

64.9

3.27

.071

6

16.2

31

83.8

16.89

.000

5

13.5

32

86.5

19.70

.000

10

27.0

27

73.0

7.81

.005

03. Change his or her way of thinking
when the situation warrants
04, Celebrate the accomplishments of
others
05. Acknowledge the suggestions of
others
06. Behave in a trustworthy manner
07. Keep his or her promises
08. Be consistent in words, actions, and
deeds
09. Take responsibility for his or her
actions
10. Ensure that all students have access
to knowledge
11. Be consistent with his or her
practices
12. Provide all stakeholders with an
equal opportunity to engage in decision
making
13. Use a set of principles to guide his or
her behavior
14. Demonstrate moral behavior
15. Be aware of the needs of the school,
students, and community served
16. Display behaviors that denote a
sense of caring

(Table continues)
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Table 7 (continued)

Less than
Critical

Item

Critical

2

p=

n

%

n

%

17. Exhibit commitment to school
improvement

7

18.9

30

81.1

14.30

.000

18. Exhibit a sincere desire to achieve the
goals of the organization

10

27.0

27

73.0

7.81

.005

19. Motivate followers to become
innovative and creative

14

38.9

22

61.1

1.78

.182

20. Align with teachers to reach a
common goal

10

27.0

27

73.0

7.81

.005

21. Engage in team-building

20

55.6

16

44.4

0.44

.505

22. Engage stakeholders in the decisionmaking process

17

45.9

20

54.1

0.24

.622

23. Exhibit behaviors that reflect what he
or she believes

12

32.4

25

67.6

4.57

.033

24. Demonstrate ethical reasoning

9

24.3

28

75.7

9.76

.002

25. Take risks

31

83.8

6

16.2

16.89

.000

26. Make timely decisions in the face of
popular opposition

20

54.1

17

45.9

0.24

.622

27. Keep promises made

7

18.9

30

81.1

14.30

.000

28. Establish a standard of excellence

5

13.5

32

86.5

19.70

.000

29. Acknowledge the contributions of
others

10

27.0

27

73.0

7.81

.005

30. Show appreciation for individual
excellence

13

35.1

24

64.9

3.27

.071

31. Align his or her actions with others
who share similar values

28

75.7

9

24.3

9.76

.002

32. Promote student achievement by
developing a close relationship with
stakeholders.

15

42.9

20

57.1

0.71

.398
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Focus Schools
Ranging between highs of 2.94 and 2.81 (observed for the Integrity and Ethics
scales, respectively) and lows of 2.20 and 2.17 (observed for the Rapport and Courage
scales, respectively), 16 means were computed for Focus School respondents and
subsequently compared using the Repeated Measures Analysis of Variance (R-ANOVA)
procedure. With the omnibus multivariate test proving to be statistically significant  =
.175, F(15, 17) = 5.36, p < .001, p2= .825), a series of 120 follow-up paired comparisons
were conducted, the Bonferroni-corrected results of which are summarized in Table 8.
As previously noted, the mean observed for the Integrity Scale proved to be
systematically higher than all of the other scale means, with the exception of the mean for
Ethics, while the mean for Ethics proved to systematically higher than seven of the other
scale means, including Trust, Compassion, Character, Passion, Consistency,
Communication, and Honesty.
Helping to explain these scale mean outcomes are the item-level frequency results
presented in Table 9. With respect to the two items defining Integrity, some (90.9%) of
all ―Focus‖ respondents found it critical for principals to ―Take responsibility for his or
her actions,‖ in order to be effective, while some (96.9%) of all ―Focus‖ respondents
found it to be critical that principals ―Ensure that all students have access to knowledge.‖
Similarly, with respect to the two items defining Ethics, some (67.7%) of all ―Focus‖
respondents thought it critical for principals to ―Use a set of principles to guide his or her
behavior‖ to be effective, while some (96.9%) of all ―Focus‖ respondents held that it was
critical for principals to ―Demonstrate moral behavior‖ for effectiveness’ sake.
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At the other extreme, the mean observed for the Rapport Scale proved to be
systematically lower than all of the other scale means excepting Courage, while the mean
for Courage proved to systematically lower than all of the other scale means. Helping to
explain these scale mean outcomes are the item-level frequency results, likewise
presented in Table 9. With respect to the two items defining Rapport, only (15.6%) of all
respondents found it critical for principals to ―Align his or her actions with others who
share similar values‖ in order to be effective, while just at half of all respondents (50.0%)
found it critical that principals be able to ―Promote student achievement by developing a
close relationship with stakeholders‖ to be effective. With respect to Courage, (21.9%)
of all respondents found the disposition to ―Take risks‖ to be critical to principal
effectiveness, while (31.3%) of all respondents found it to be critical that principals
―Make timely decisions in the face of popular opposition.‖
Further inspection of the item-level table for ―Focus‖ respondents suggests that
while administrators tended to rate most of the 32 dispositional behaviors decidedly –that
is, with a clear-cut majority seeing the behavior as either ―critical‖ or ―less than
critical‖—other items proved to be ―split decisions,‖ as evidenced by the non-significant
results of applying a chi-square ―equal frequencies/goodness of fit‖ test to the data.
Behavioral dispositions about which most respondents appeared to be of two minds
include ―Actively listen to diverse points of view‖ (2 (1) = 0.27, p = .602); ―Change his
or her way of thinking when the situation warrants‖ (2 (1) = 3.67, p = .056); ―Celebrate
the accomplishments of others‖ (2 (1) = 1.49, p = .223); ‖Acknowledge the suggestions
of others‖ (2 (1) = 1.49, p = .223); ‖Be consistent in his or her practices‖ (2 (1) = 2.00,
p = .157); ―Provide all stakeholders with an equal opportunity to engage in decision
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making‖ (2 (1) = 3.13, p = .077); ―Motivate followers to become innovative and
creative‖ (2 (1) = 0.13, p = ..724); ―Align with teachers to reach a common goal‖ (2
(1) = 1.13, p = .289); ‖Engage in team-building‖ (2 (1) = 0.50, p = .480); ‖Acknowledge
the contributions of others‖ (2 (1) = 0.00, p = 1.00); ―Show appreciation for individual
excellence‖ (2 (1) = 0.13, p = .724); and ―Promote student achievement by developing a
close relationship with stakeholders‖ (2 (1) = 0.00, p = 1.00).
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Table 8
Results of Post-Hoc Comparisons Following a Repeated Measures Analysis of Variance
for Focus Group Respondents

Disposition
01. Communication
02. Openness
03. Honesty
04. Trust
05. Integrity
06. Fairness
07. Ethics
08. Compassion
09. Passion
10. Vision
11. Commitment
12. Character
13. Courage
14. Consistency
15. Respect
16. Rapport

01 02 03 04 05 06 07 08 09 10 11 12 13 14 15 16


 

 

 


  














 



























Note. The multivariate test statistic for the analysis of the repeated measures ( R-ANOVA)
was highly statistically significant (= .175, F (15,17) = 5.36, p < .01, p2 = .825), with the
results of follow-up testing shown in the table above. Where the Bonferroni-corrected results
were statistically significant, cells with "up" arrows denote comparisons where the scale mean
at left exceeds the mean for numbered scale above, while cells with "down" arrows denote
comparisons where the scale mean at left is lower than the mean for numbered scale above.
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Figure 3. Graph of Scale Means for 16 Dispositions: Focus Group Respondents
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Table 9
Frequencies and Percentages of Respondents Rating 32 Dispositional Behaviors as
Critical or Less than Critical: Focus Schools
Less than
Critical

Item

Critical

2

p=

n

%

n

%

01. Actively listen to diverse points of
view

15

45.5

18

54.5

0.27

.602

02. Use communication to build
relationships between individuals and
among groups in the organization

3

9.1

30

90.9

22.09

.000

03. Change his or her way of thinking
when the situation warrants

22

66.7

11

33.3

3.67

.056

13

39.4

20

60.6

1.49

.223

20

60.6

13

39.4

1.49

.223

2
7

6.1
21.2

31
26

93.9
78.8

25.49
10.94

.000
.001

5

15.2

28

84.8

16.03

.000

3

9.1

30

90.9

22.09

.000

1

3.1

31

96.9

28.13

.000

12

37.5

20

62.5

2.00

.157

21

65.6

11

34.4

3.13

.077

10

32.3

21

67.7

3.90

.048

1

3.1

31

96.9

28.13

.000

5

15.6

27

84.4

15.13

.000

8

25.0

24

75.0

8.00

.005

04, Celebrate the accomplishments of
others
05. Acknowledge the suggestions of
others
06. Behave in a trustworthy manner
07. Keep his or her promises
08. Be consistent in words, actions, and
deeds
09. Take responsibility for his or her
actions
10. Ensure that all students have access
to knowledge
11. Be consistent with his or her
practices
12. Provide all stakeholders with an
equal opportunity to engage in decision
making
13. Use a set of principles to guide his or
her behavior
14. Demonstrate moral behavior
15. Be aware of the needs of the school,
students, and community served
16. Display behaviors that denote a
sense of caring

(Table continues)
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Table 9 (continued)

Less than
Critical

Item

Critical

2

p=

n

%

n

%

17. Exhibit commitment to school
improvement

7

21.9

25

78.1

10.13

.001

18. Exhibit a sincere desire to achieve the
goals of the organization

23

71.9

32

100.0

6.13

.013

19. Motivate followers to become
innovative and creative

15

46.9

17

53.1

0.13

.724

20. Align with teachers to reach a
common goal

13

40.6

19

59.4

1.13

.289

21. Engage in team-building

14

43.8

18

56.3

0.50

.480

22. Engage stakeholders in the decisionmaking process

22

68.8

10

31.3

4.50

.034

23. Exhibit behaviors that reflect what he
or she believes

6

18.8

26

81.3

12.50

.000

24. Demonstrate ethical reasoning

9

28.1

23

71.9

6.13

.013

25. Take risks

25

78.1

7

21.9

10.13

.001

26. Make timely decisions in the face of
popular opposition

22

68.8

10

31.3

4.50

.034

27. Keep promises made

10

31.3

22

68.8

4.50

.034

28. Establish a standard of excellence

6

18.8

26

81.3

12.50

.000

29. Acknowledge the contributions of
others

16

50.0

16

50.0

0.00

1.00

30. Show appreciation for individual
excellence

17

53.1

15

46.9

0.13

.724

31. Align his or her actions with others
who share similar values

27

84.4

5

15.6

15.13

.000

32. Promote student achievement by
developing a close relationship with
stakeholders.

16

50.0

16

50.0

0.00

1.00
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Priority Schools
Ranging between highs of 2.92 and 2.88 (observed for the Integrity and Passion
scales, respectively) and lows of 2.42 and 2.37 (observed for the Courage and Rapport
scales, respectively), 16 means were computed for Focus School respondents and
subsequently compared using the Repeated Measures Analysis of Variance (R-ANOVA)
procedure. With the omnibus multivariate test proving to be statistically significant  =
.216, F(15, 28) = 6.77, p < .001, p2= .784), a series of 120 follow-up paired comparisons
were conducted, the Bonferroni-corrected results of which are summarized in Table 10.
As previously noted, the mean observed for the Integrity Scale proved to be
systematically higher than all of the other scale means, with the exception of the mean for
Passion, while the mean for Passion proved to systematically higher than seven of the
other scale means, including Ethics, Communication, Trust, Compassion, Consistency,
Honesty, and Character.
Helping to explain these scale mean outcomes are the item-level frequency results
presented in Table 11. With respect to the two items defining Integrity, some (91.3%) of
all ―Priority‖ respondents found it critical for principals to ―Take responsibility for his or
her actions,‖ in order to be effective, while some (89.1%) of all ―Priority‖ respondents
found it to be critical that principals ―Ensure that all students have access to knowledge.‖
Similarly, with respect to the two items defining Passion, some (86.7%) of all ―Priority‖
respondents thought it critical for principals to ―Exhibit commitment to school
improvement‖ to be effective, while some (84.4%) of all ―Priority‖ respondents held that
it was critical for principals to ―Exhibit a sincere desire to achieve the goals of the
organization‖ for effectiveness’ sake.
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At the other extreme, the mean observed for the Courage and Rapport Scales
proved to be systematically lower than all of the other scale means. Helping to explain
these scale mean outcomes are the item-level frequency results, likewise presented in
Table 11. With respect to the two items defining Courage, only (35.6%) found it critical
for principals to ―Take risks‖ in order to be effective, while less than half of all
respondents (53.3%) found it critical that principals be able to ―Make timely decisions in
the face of opposition‖ to be effective. With respect to Rapport (37.8%) of all
respondents found the disposition to ―Align his or her actions with others who share
similar values‖ to be critical to principal effectiveness, while only a little more than half
of all respondents (59.1%) found it to be critical that principals ―Promote student
achievement by developing a close relationship with shareholders.‖
Further inspection of the item-level table for ―Priority‖ respondents suggests that
while administrators tended to rate most of the 32 dispositional behaviors decidedly –that
is, with a clear-cut majority seeing the behavior as either ―critical‖ or ―less than
critical‖—other items proved to be ―split decisions,‖ as evidenced by the non-significant
results of applying a chi-square ―equal frequencies/goodness of fit‖ test to the data.
Behavioral dispositions about which most respondents appeared to be of two minds
include ―Change his or her way of thinking when the situation warrants‖(2 (1) = 0.20, p
= .655); ―Acknowledge the suggestions of others‖ (2 (1) = 0.35, p = .555); ―Provide all
stakeholders with an equal opportunity to engage in decision making‖ (2 (1) = 1.80, p =
.180); ‖Use a set of principles to guide his or her behavior‖ (2 (1) = 2.69, p = .101);
―Display behaviors that denote a sense of caring‖ (2 (1) = 1.80, p = .180); ―Align with
teachers to reach a common goal‖ (2 (1) = 3.27, p = .070); ―Engage stakeholders in the
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decision-making process‖ (2 (1) = 0.56, p = .456); ‖Take risks‖(2 (1) = 3.76, p = .053);
‖Make timely decisions in the face of popular opposition‖ (2 (1) = 0.20, p = .655);
―Keep promises made‖ (2 (1) = 0.56, p = .456); ‖Acknowledge the contributions of
others‖(2 (1) = 3.27, p = ..070); ‖Show appreciation for individual excellence‖ (2 (1) =
1.80, p = .180); ―Align his or her actions with others who share similar values‖ (2 (1) =
2.69, p = .101); and ―Promote student achievement by developing a close relationship
with stakeholders‖ (2 (1) = 1.46, p = .228).

94

Table 10
Results of Post-Hoc Comparisons Following a Repeated Measures Analysis of Variance
for Priority Group Respondents

Disposition
01. Communication
02. Openness
03. Honesty
04. Trust
05. Integrity
06. Fairness
07. Ethics
08. Compassion
09. Passion
10. Vision
11. Commitment
12. Character
13. Courage
14. Consistency
15. Respect
16. Rapport

01 02 03 04 05 06 07 08 09 10 11 12 13 14 15 16











      






 












Note. The multivariate test statistic for the analysis of the repeated measures ( R-ANOVA)
was highly statistically significant ( = .216, F (15,28) = 6.77, p < .001, p2 = .784), with the
results of follow-up testing shown in the table above. Where the Bonferroni-corrected results
were statistically significant, cells with "up" arrows denote comparisons where the scale mean
at left exceeds the mean for numbered scale above, while cells with "down" arrows denote
comparisons where the scale mean at left is lower than the mean for numbered scale above.
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Figure 4. Graph of Scale Means for 16 Dispositions: Priority Group Respondents
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Table 11
Frequencies and Percentages of Respondents Rating 32 Dispositional Behaviors as
Critical or Less than Critical: Priority Schools
Less than
Critical

Item

Critical

2

p=

n

%

n

%

16

34.8

30

65.2

4.26

.039

8

17.4

38

82.6

19.57

.000

21

46.7

24

53.3

0.20

.655

16

34.8

30

65.2

4.26

.039

25

54.3

21

45.7

0.35

.555

5

10.9

41

89.1

28.17

.000

07. Keep his or her promises
08. Be consistent in words, actions, and
deeds
09. Take responsibility for his or her
actions
10. Ensure that all students have access
to knowledge
11. Be consistent with his or her
practices
12. Provide all stakeholders with an
equal opportunity to engage in decision
making
13. Use a set of principles to guide his or
her behavior

14

30.4

32

69.6

7.04

.008

9

19.6

37

80.4

17.04

.000

4

8.7

42

91.3

31.39

.000

5

10.9

41

89.1

28.17

.000

14

31.1

31

68.9

6.42

.011

27

60.0

18

40.0

1.80

.180

17

37.8

28

62.2

2.69

.101

14. Demonstrate moral behavior

7

15.6

38

84.4

21.36

.000

8

17.8

37

82.2

18.69

.000

18

40.0

27

60.0

1.80

.180

01. Actively listen to diverse points of
view
02. Use communication to build
relationships between individuals and
among groups in the organization
03. Change his or her way of thinking
when the situation warrants
04, Celebrate the accomplishments of
others
05. Acknowledge the suggestions of
others
06. Behave in a trustworthy manner

15. Be aware of the needs of the school,
students, and community served
16. Display behaviors that denote a
sense of caring

(Table continues)
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Table 11 (continued)

Less than
Critical

Item

Critical

2

p=

n

%

n

%

6

13.3

39

86.7

24.20

.000

7

15.6

38

84.4

21.36

.000

14

31.8

30

68.2

5.82

.016

16

36.4

28

63.6

3.27

.070

21. Engage in team-building

15

33.3

30

66.7

5.00

.025

22. Engage stakeholders in the decisionmaking process

25

55.6

20

44.4

0.56

.456

23. Exhibit behaviors that reflect what he
or she believes

15

33.3

30

66.7

5.00

.025

24. Demonstrate ethical reasoning

14

31.1

31

68.9

6.42

.011

25. Take risks

29

64.4

16

35.6

3.76

.053

26. Make timely decisions in the face of
popular opposition

21

46.7

24

53.3

0.20

.655

27. Keep promises made

20

44.4

25

55.6

0.56

.456

28. Establish a standard of excellence

8

17.8

37

82.2

18.69

.000

29. Acknowledge the contributions of
others

16

36.4

28

63.6

3.27

.070

30. Show appreciation for individual
excellence

18

40.0

27

60.0

1.80

.180

31. Align his or her actions with others
who share similar values

28

62.2

17

37.8

2.69

.101

32. Promote student achievement by
developing a close relationship with
stakeholders.

18

40.9

26

59.1

1.46

.228

17. Exhibit commitment to school
improvement
18. Exhibit a sincere desire to achieve the
goals of the organization
19. Motivate followers to become
innovative and creative
20. Align with teachers to reach a
common goal

98

RQ 3. The third research question concerned the extent to which principals of
schools across each group of schools classified as Reward, Focus, and Priority perceive
each of the 16 dispositions, expressed as 32 behaviors, to be equally critical to leadership
effectiveness. A Multivariate Analysis of Variance (MANOVA) test was conducted with
the ratings of the 16 dispositions serving as the dependent variables and the school
categories (Reward, Focus, and Priority) serving as the independent variable. As noted in
Table 12, no significant difference was observed at the multivariate level on the set of all
16 comparisons. Further, univariate comparisons involving each of the 16 dispositions
by type of school likewise indicated no statistically significant difference between the
subgroup means. Hence, it can be said that no relationship can be discerned between
principals’ ratings of the importance of particular dispositions and school’s status as
Reward, Focus, and Priority.
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Table 12
Multivariate Analysis of Variance Summary Comparing Sixteen Dispositions by School
Type
Multivariate df (32, 188)


0.705

F

p

p2

1.12

0.31

0.16

Univariate df(2, 109)
Communication
F

p

p2

Openness
F

p

Honesty

p2

F

p

Trust

p2

F

p

p2

0.11 0.89 0.00

1.68 0.19 0.03

0.56 0.57 0.01

0.78 0.46 0.01

Integrity
F
p
p2

Fairness
F
p
p2

Ethics
p
p2

Compassion
F
p
p2

0.17 0.85 0.00

0.31 0.73 0.01

0.76 0.47 0.01

0.35 0.71 0.01

Passion
F
p
p2

Vision
p
p2

Commitment
F
p
p2

Character
F
p
p2

1.46 0.24 0.03

0.88 0.42 0.02

1.04 0.36 0.02

0.62 0.54 0.01

Courage
F
p
p2

Consistency
F
p
p2

Respect
F
p
p2

Rapport
F
p
p2

2.83 0.06 0.05

1.42 0.25 0.03

2.14 0.12 0.04

1.16 0.32 0.02

F

F
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RQ 4. The fourth research question concerned the strength of relationship
between principals’ perceptions of each of the importance of the 16 dispositions,
expressed as 32 behaviors, and their schools’ Average Growth Indices (A.G.I.). Pearson
correlation coefficients were computed between the principals’ means for the importance
of the sixteen dispositions and the mean of Average Growth Indices observed across
schools. As reported in the first column of Table 13 for ―all‖ respondents, no statistically
significant relationship was observed between any of the means for the 16 dispositions
and the schools’ A.G.I. with the exception of the disposition ―Rapport.‖ Here, the
relationship was only marginally significant and negatively signed (r = .190, p = .049)
RQ 5. The fifth research question concerned the strength of relationship between
each of the 16 dispositions, expressed as 32 behaviors, and the school’s Average Growth
Index to determine if there was a significant difference by the school’s status (Reward,
Focus, or Priority). Pearson correlation coefficients were computed by school
designation between the principals’ means for the importance of the sixteen dispositions
and the mean of the Average Growth Index. As presented in the second, third, and fourth
columns of Table 13, none of the correlations between the mean of the school’s score on
the dispositions and the school’s A.G.I. were statistically significant. Because all three
sets of the correlations were, effectively speaking, equal to zero, no additional tests were
conducted to determine whether the magnitude of the correlations differed by school
status as Reward, Focus, or Priority.
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Table 13
Correlations between Average Growth Index and Sixteen Dispositions by School Type

Disposition

All
(N = 108)

Reward
(n = 36)

Focus
(n = 32)

Priority
(n = 40)

r

p

r

p

r

p

r

p

Communication

.043

.656

.042

.808

-.083

.652

.170

.293

Openness

.057

.555

.029

.868

-.003

.987

.034

.834

Honesty

.125

.196

.171

.319

.118

.521

-.056

.733

Trust

.068

.483 -.146

.395

.033

.856

.124

.444

Integrity

.074

.448 -.037

.829

.262

.148

.210

.194

Fairness

-.142

.144 -.208

.224

-.243

.181

-.071

.666

Ethics

-.121

.214 -.061

.726

-.346

.052

.052

.750

Compassion

-.014

.889 -.283

.095

.109

.551

.061

.710

Passion

-.153

.115 -.223

.190

-.229

.207

.249

.121

Vision

-.028

.771 -.099

.567

-.234

.198

.183

.259

Commitment

-.088

.364 -.235

.168

-.022

.906

.115

.482

Character

.042

.666 -.156

.363

.051

.782

.194

.229

Courage

-.053

.584

.115

.503

-.025

.894

-.038

.815

Consistency

.024

.804 -.178

.299

-.004

.981

.035

.830

Respect

-.102

.292 -.169

.324

-.252

.164

-.106

.516

Rapport

-.190* .049 -.193

.259

-.316

.078

.024

.881

*p < .05
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Summary
Overall, this chapter provided the results from the five research questions
pertinent to this study. Results of this study indicated there were no significant
differences in the importance principals attached to each of the dispositions by their
schools’ performance status. Nor was there a significant difference in the strength of
relationships between the level of importance that principals attached to each of the
sixteen dispositions and the academic gains made by the students attending their schools
as indicated by the Average Growth Index.
Relative to the disposition that surfaced as most critical, Integrity consistently
ranked as the number one disposition of the All respondents and for the three subgroup of
respondents: Reward, Focus, and Priority. With regard to the disposition that surfaced as
the least critical, Rapport ranked lowest for respondents in the All, Reward, and Priority
categories. Courage surfaced as the least critical disposition in the Focus category. In
light of these outcomes, conclusions, implications for practice, and recommendations for
future studies are discussed in Chapter 5.
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Chapter 5: Summary and Discussions
Introduction
An important key to quality schooling is the amount and kind of leadership that
school principals provide directly and promote among teachers and supporting staff
(Glasser, 1998). Effective schools have effective principals and effective principals have
a positive and influencing disposition (Donaldson, 2006). Therefore, a study of the
dispositions of principals to determine the types of dispositions that influence the
behaviors that lead to successful schools and ultimately the academic achievement of all
students appeared warranted.
With this in mind, this researcher was interested in determining if the preferential
dispositions of school leaders, that is to say dispositions that school leaders deemed most
critical to effective leadership, were a determining factor in increasing student growth
and achievement. Also, the researcher was interested in determining if there was a
correlation in how principals’ preferences aligned with the academic performance status
of their schools. Finally, the researcher was interested in determining if there were
statistically significant differences in the importance principals attached to particular
dispositions among and between three school types: Reward, Focus, and Priority.
In an effort to understand how the dispositions of school leaders impacted student
growth and achievement, the researcher referenced two foundational studies that explored
the perspectives of school leaders and the dispositions they felt were relevant to their
leadership practices. In his book, Practicing the Art of Leadership: A Problem-Based
Approach to Implementing the ISLLC Standards, Green (2013) theorized there were 49
dispositions that characterized effective leadership [Appendix F]. These dispositions
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characterized the constructs of effective leadership as exhibited in major research studies
and writings. In a study conducted by Green (2012) the 49 dispositions were reduced to
16 dispositions (character, commitment, communication, compassion, consistency,
courage, ethics, honesty, fairness, integrity, openness, passion, rapport, respect, trust, and
vision) as being ones most preferred by school leaders. In a subsequent study conducted
by Green and Cooper (2012) the 16 dispositions were presented to a group of school
leaders who further validated the importance of these dispositions within their leadership
practices. These 16 dispositions were the focus of this study.
Purpose of the Study
The purpose of this study was two-fold: (1) to describe the level of importance
principals placed on 16 leadership dispositions, expressed as 32 behaviors and (2) to
determine the extent of the relationship between these perceptions and indices of school
effectiveness as indicated by school designations (Reward, Focus, and Priority) and the
Average Growth Index based on the Tennessee Value-Added Assessment System
(TVAAS). More specifically, the researcher was interested in determining if there were
statistically significant differences in the importance principals attached to each of the
dispositions by their school’s performance ―status‖ and in exploring the strength of
relationships between the level of importance that principals attached to each of the 16
dispositions and the academic gains made by the students attending their schools.
Summary of the Findings
Five research questions facilitated an investigation of the types of leadership
dispositions school principals deemed most critical to effective leadership. Discussions
and implications of these findings will be presented in questions 1-5.
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Question 1. To what extent do principals of schools classified as Reward, Focus,
and Priority perceive each of the 16 dispositions, expressed as 32 behaviors, to be critical
to leadership effectiveness?
In response to question 1, significant differences were found relative to the extent
to which principals of schools classified as Reward, Focus, and Priority, perceived each
of the 16 dispositions to be most critical to effective leadership. However, two
dispositions stood out as most critical and two others surfaced as least critical. An
analysis of the data yielded the top two dispositions selected as most critical were: (1)
―Integrity‖ and (2) ―Passion‖. Conversely, the dispositions that ranked as least critical in
the All category were ―Courage‖ and ―Rapport‖.
According to the results of the data collected and analyzed for question 1,
―Integrity‖ was the top-ranked disposition selected by principals as being most critical to
effective leadership. Two of the most notable aspects of the findings related to
―Integrity‖ were the ideas of taking responsibility for his or her actions and ensuring that
all students have access to knowledge. With respect to the first question regarding the
two items defining ―Integrity‖, (89.7%) of All respondents found it critical for principals
to ―Take responsibility for his or her actions,‖ in order to be effective, while (93.0%) of
all respondents found it to be critical that principals ―Ensure that all students have access
to knowledge.‖
When looking at principals from all three school types it is not surprising that
―Integrity‖ would surface as the disposition selected as most critical to effective
leadership. This finding is consistent with the work of Strike et al. (2005). Participants
revealed that regardless of the academic status of their schools they were guided by the
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research that informed the definition of ―Integrity‖, as they believed that school leaders
must display soundness of moral character and be willing to ensure that all students have
the opportunity to learn in optimal environments.
Is it likely that a leader could effectively lead a 21st century school and not
believe that all students should have the best chance for academic success? Green (2010)
speaks of a leader’s moral obligation to the lives of children. Educators cannot divorce
themselves from their responsibility of educating today’s students. They must own the
work of school improvement and work consistently to improve the educational programs
within schools.
Palanski and Yammarino (2007) contend that integrity speaks to the heart of one’s
consistent exhibition of honesty, morality, and trustworthiness. When leaders are
consistent in the face of challenges, show consistency in their actions and words, and are
steadfast in what they stand for, these behaviors reflect one who leads with integrity.
Researchers confirm the importance of integrity in leadership noting that leaders who act
with integrity represent their organizations with much sincerity and present themselves
by taking responsibility for their actions and show no pretense when working to achieve
the goals of the organization (Peterson & Seligman, 2004).
Bolman and Deal (2008) affirm the importance of leaders working to achieve the
goals of an organization as they state that ―Passion‖ is a powerful emotion that creates an
infectious desire within leaders to achieve goals. The data revealed that ―Passion‖
surfaced as the second most critical disposition among All school leaders. With respect
to the two items defining Passion, (82.5%) of All respondents thought it critical for
principals to ―Exhibit commitment to school improvement‖ to be effective, while
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(77.2%) of All respondents held that it was critical for principals to ―Exhibit a sincere
desire to achieve the goals of the organization‖ for effectiveness’ sake.
It is understandable that ―Passion‖ would emerge as a most critical disposition.
When reviewing the literature on effective leadership, passion generally surfaced as a
disposition possessed by leaders. There is a consistent thread of research in the literature
that suggests leadership practices should facilitate a passion for the vision of the
organization that results in meaningful participation from followers (Sarason, 1990).
This behavior is consistent with the behaviors described by Fullan (2001) as he maintains
that effective leaders should display energy and be sophisticated enough in their thinking
to transform organizations through their followers. These transformational leaders lead
with a sense of charisma and passion, instilling a sense of trust and confidence among
those with whom they work. Also, transformational leaders stimulate the intellect of
followers and encourage them to perform at the same level of enthusiasm and passion as
the leader (Castanheira & Costa, 2011).
Educational practitioners have long theorized that leading with passion is essential
to building a culture that promotes student growth and achievement. Essentially,
principals’ impact on learning is mediated through the drive they have to ensure all
students achieve (Hallinger & Heck, 1998). Watson (2001) offered that if principals do
not create a culture where stakeholders are motivated to advance student learning, it is
likely student achievement can suffer.
Leading with ―Courage‖ and building ―Rapport‖ with stakeholders are also
important dispositional behaviors leaders should possess as they work to create cultures
where students can achieve. The tenants of these dispositions can help principals address
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their personal strengths and also help to explain how building relationships impacts those
they lead. When exploring the dispositions that were considered least critical by
participants in this study it was surprising that ―Courage‖ and ―Rapport‖ ranked
consistently lower than all other dispositions in the All category.
With respect to ―Courage‖ (25.4%) of All respondents found it least critical to
―Take Risks‖. Whereas (44.7%) of All respondents found it least critical to ―Make
timely decisions in the face of opposition‖. A review of the literature suggests that
―Courage‖ should not be disregarded when speaking of dispositions that define the
characteristics of effective leadership. Connolly (2008) offered that courage is one
quality that is rarely discussed in education. He notes that few educational practitioners
dwell on why courage is important to leadership. Connolly contends this is a crucial
oversight, maintaining that if there was ever a need for courage in a profession, it is
education. He goes on to cite examples of how courage is expected from leaders in
corporate America and from those in the sports arena, but not so much in educational
leadership. More often than not, school leaders face challenges that require them to
exercise courage in the face of conflict.
Kouzes and Posner (2012) suggested that those leaders who exemplify the
disposition of ―Courage‖ should challenge the process, take risks, and have the ability to
act rightly when making decisions. The literature also revealed that people are inclined
to follow leaders who are willing to make sacrifices for others and have the courage to
promote ideas other than their own. Principals who lead with valor and have the ability
to effectively manage their schools create level of readiness and motivation within the
school community (Greenleaf, 1997).
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Green (2010) affirmed this research as he emphasized the importance of school
leaders understanding how critical it is to mobilize stakeholders and build ―Rapport‖
within the school community. A review of the literature revealed that transformational
leaders have the type of rapport with stakeholders that influences meaningful
relationships and allows for the improvement of schools (Balyer, 2012). Green (2010)
added these leaders understand the importance of building relationships and act in such a
way to motivate followers to use their skills and talents to work toward goal attainment.
Kouzes and Posner (2012) identified a leader who possesses rapport as one who aligns
his or her actions with others because they feel they share similar values.
With respect to ―Rapport‖ (25.9%) of All respondents found it least critical to
―Align his or her actions with others who share similar values‖. Whereas (55.9%) of All
respondents found it least critical to ―Promote student achievement by developing a close
relationship with stakeholders‖. As with the disposition ―Courage‖, one might question
why participants in this study ranked ―Rapport‖ as least critical relative to effective
leadership.
Research supports the importance of school leaders aligning their actions with
those who share similar values (Kouzes & Posner, 2012). Additionally, Green (2010)
validates this research by exploring leadership behaviors in his study of 13 core
competencies. The competencies are (a) visionary leadership, (b) unity of purpose, (c)
instructional leadership, (d) curriculum and instruction, (e) establishing learning
communities, (f) organizational management, (g) collaboration, (h) assessment, (i)
diversity, (j) professional development, (k) reflection, (l) inquiry, and (m)
professionalism. Of the 13 competencies, he postulates that ―unity of purpose‖ leads to
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shared understandings and stronger relationships between the leader and stakeholders.
This competency also allows leaders to communicate the vision of the organization with
clarity and purpose; thus resulting in the building of relationships that support increased
student performance (Leithwood et al., 2004).
Question 2. Within each group of schools classified as Reward, Focus, and
Priority do principals perceive each of the 16 dispositions, expressed as 32 behaviors, to
be equally critical to leadership effectiveness?
In response to question 2, there were significant differences found within each
group of schools classified as Reward, Focus, and Priority relative to how principals
perceived the 16 dispositions to be equally critical to leadership effectiveness. Within
each school-type, ―Integrity‖, as within the All category, surfaced as being the most
critical for all three groups. The data also revealed other dispositions that surfaced as the
second most critical to effective leadership. These dispositions differed among each
group. In the Reward school-type ―Trust‖ surfaced as the second most critical. In the
Focus school-type ―Ethics‖ surfaced as the second most critical. Finally, within the
Priority school-type ―Passion‖ surfaced as the second most critical disposition.
It is also interesting to note, that regardless of the type of school, ―Integrity‖
surfaced as most critical in every category. This finding makes a strong case as to the
importance of leaders displaying sound moral character and acting with honesty. As
previously discussed in the literature ―Integrity‖ is essential to effective school
leadership. Principals who show consistency between their values, ethical reasoning, and
actions are respected for their integrity (Cooper et al, 2007). Other scholars would offer
that those who lead with integrity look to create a culture where stakeholders are also
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encouraged to practice values such as ethics and integrity, leading to the accomplishment
of common goals (Woods, 2005). As confirmed by Gardner et al. (2005) leaders who
exhibit traits such as integrity create a culture where followers feel safe and are more
likely to work for the good of the organization.
Three tenants of ―Integrity‖ are explored in the book: Courage: The Backbone of
Leadership (Lee, 2006). The first tenant (1) ―Discerning right from wrong‖ involves
seeking counsel from others who have demonstrated wisdom greater than that of the
leader. Colleagues such as other school principals or superintendents are positioned to
serve as mentors and offer perspectives on school leadership behaviors. For example,
school leaders should be mindful not to make decisions based on their personal needs or
biases. The author suggests that leaders should re-visit their own agendas and scrutinize
any personal motives when choosing what is in the best interest of the organization.
The second tenant (2) ―Acting for what is right regardless of risk to self‖ recommends
that true leaders of integrity will advise others as to what the right decision should be.
Also, relative to those they serve, school leaders should hold high the expectations they
have for those they lead, while simultaneously admiring and acknowledging the talents of
followers. The third and final tenant (3) ―Teaching others from the act of integrity‖
offers that a leader’s demonstration of integrity is an ideal way to communicate to
followers that integrity is important.
Another important disposition that emerged as most critical within this study was
―Trust‖. Trustworthiness is an essential element of effective leadership within school
cultures. Leaders who embody the disposition of trust also lead with integrity and
benevolence. These leaders are known for doing the right thing for the good of the
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organization and they treat others with fairness. They also have compassion for
individuals and are perceived positively by stakeholders (Mayer et al., 1995).
Evans (1996) suggested that such leaders also foster trust in others. He wrote,
―Trust is the essential link between leader and led, vital to people’s job satisfaction and
loyalty, vital to followership‖ (p. 183). Within a school community important social and
academic exchanges occur daily between leaders and followers. Research reveals that
trust among school leaders and stakeholders improves work relations and is critical to
educational reform (Bryk & Schneider, 2003).
These findings align with the data results housed within the Reward school-type
category. The disposition of ―Trust‖ surfaced as the second most critical disposition
among the Reward school leaders. With respect to the two items defining ―Trust‖,
(86.5%) of all Reward school-type respondents thought it critical for principals to ―Keep
his or her promises‖ to be effective, while (83.8%) of all Reward school-type respondents
held that it was critical for principals to ― Be consistent in words, actions, and deeds‖ for
effectiveness’ sake.
Further exploration of the literature suggests that school leaders who embody the
attributes of trust are ―Consistent in words, actions, and deeds‖ (Ciancutti & Steding,
2001). Because there are no gaps in what they say and what they do, they can be counted
on to deliver on promises made; therefore aligning with the second statement defining
trust ―Keeping promises made‖ (Ciancutti & Steding, 2001). Also, school leaders who
are skilled in humanizing the more technical aspects of school organizations have the
ability to build meaningful relationships characterized by respect and trust.
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When strong trust relationships exist, it is more likely that reform initiatives,
designed to improve student achievement, will be more widely accepted among
followers. Trust decreases the sense of fear associated with change and when educators
begin to trust one another they feel more comfortable engaging in unfamiliar practices.
When this type of trust is established, stakeholders are more apt to follow the leader and
work harder to improve schools (Kouzes & Posner, 2002).
There is considerable evidence that school leaders should also act in an ethical
manner as they work to improve the quality of schools. The Council of Chief State
School Officers (2008) asserted that a school leader advances the achievements of all
students by acting in an ethical manner. Standard five of the Educational Leadership
Policy Standards, as adopted by the National Policy Board for Educational
Administration, suggested the following are necessary functions of an effective leader
(Council of Chief State School Officers, 2008):
A. Ensures that social justice is promoted and that students’ needs are met
B. Models attributes of transparency and ethical behavior
C. Upholds ideals such as equity
D. When making decisions considers the moral consequences
E. Implements an accountability system to ensure students’ success
Among the Focus school-type category, the disposition ―Ethics‖ was found to be
the second most critical relative to leadership effectiveness and one’s ability to improve
schools. With respect to the two items defining Ethics, (67.7%) of all Focus respondents
thought it critical for principals to ―Use a set of principles to guide his or her behavior‖ to
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be effective, while (96.9%) of all Focus respondents held that it was critical for principals
to ―Demonstrate moral behavior‖ for effectiveness’ sake.
Beckner (2004) maintained, as noted in the first statement defining ethics, ―Using
a set of principles to guide his or her behavior‖, that school leaders’ behaviors are based
on core values such as honesty, respect, and trust. Principals must understand they are
considered public administrators who have the responsibility to protect the varied
interests of their followers. Therefore, they are charged with being mindful of their
ethical responsibilities and how their role as leader proves vital to the school organization
(Lashway, 1996; Sisman, 1999).
The character of a school leader is influenced by his or her ethical performance.
Scholars maintain that leaders who lead with strong ethical principles have a positive
effect on the leadership of themselves and others (Brown, 2007). Ethics is a moral
concept that seeks to determine which attitudes and behaviors are right and which are
wrong (Jones,1995; Schultz & Werner, 2005). Ethics also seeks to explain the behaviors
of individuals, expressing those behaviors as honesty, justice, and respect (Zhu et al.,
2004). Fleet (1999) offered that those who act ethically will experience success and
those who do not will eventually fail. Duffield and McCuen (2000) added that leaders
must mature from an ethical perspective and must be able to inspire followers if they
want to be successful as leaders.
School leaders who are effective in their efforts to inspire others, do so with
energy and passion (Fullan, 2001). This statement aligns with the findings in this study
with regards to the disposition of ―Passion‖. Among the Priority school-type respondents
(86.7%) thought it critical for principals to ―Exhibit commitment to school improvement‖
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to be effective, while (84.4%) of all Priority school-type respondents held that it was
critical for principals to ―Exhibit a sincere desire to achieve the goals of the organization‖
for effectiveness’ sake.
When reviewing the previously mentioned data, one cannot help but acknowledge
one of the most salient revelations found in this study when comparing the results
between the lowest performing school-type, Priority and the All category. Priority
participants selected the same two dispositions as being most critical as were selected by
All participants in question 1: (1) ―Integrity‖ and (2) ―Passion‖. This generates questions
for future study. What factors might have led to the mirrored results that surfaced when
comparing the Priority school-type participants to that of all of the participants in the
study? Can one conclude that there is some merit to the reoccurring theme that continues
to resurface in this study that suggests it matters not the type of school one leads? What
matters is the heart of the school leader and the desire he or she has to advance the lives
of all children. The answer might lie in Leithwood and Riehl’s (2005) claim that a school
leader’s motivation to set goals, develop stakeholders, and advance student achievement
are essential practices necessary for the success of any school. Take, for example,
schools in high poverty areas where school leaders executed these practices. Though
student achievement may not have increased at accelerated rates, studies revealed these
school leaders were still deemed effective as they exhibited commitment, persistence and
passion for improving the quality of life for impoverished children (Leithwood and Riehl,
2005).
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Though consistently ranked lower than all other dispositions as the two least
critical dispositions in every category (Reward, Focus and Priority), there is a plethora of
research that suggests ―Courage‖ and ―Rapport‖ are also exhibited by effective leaders.
According to the results of the data, with respect to ―Courage‖ (16.2%) of all Reward
school-type respondents; (21.9%) of all Focus school-type respondents; and (35.6%) of
all Priority school-type respondents found it least critical to ―Take Risks‖. Whereas
(44.7%) of all Reward school-type respondents; (31.3%) of all Focus school-type
respondents; and (53.3%) of all Priority school-type respondents found it least critical to
―Make timely decisions in the face of opposition‖.
In response to this data, the literature challenges these results as it is asserted that
―Courage‖ is essential to effective leadership in that leaders should advocate for the good
of the organization by ―Acting for what is right regardless of risk to self‖ (Lee, 2006).
Lee goes on to say that even in the face of politically-charged school districts, school
leaders should stand up for the rights of others, even when it is not the most politically
correct thing to do. He contends that courage is the single-most determining
characteristic of a leader and is a necessary trait if a leader is to face the daily crises that
arise. Leaders with courage act rightly and powerfully for the good of the organization.
One could conclude that in order for school leaders to transform school
environments they must have the courage to lead the journey into unknown
circumstances (Leithwood & Jantzi, 2000). It matters not the type of school, principals
must have the courage, dedication, and passion to lead the re-shaping and re-culturing of
the school organization. Effective leaders must be willing to forge ahead with the
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process of transforming schools in an effort to create a viable future for all students
(Robinson et al., 2008).
Brown and Wynn (2009) identify the disposition of ―Rapport‖ as a common
leadership trait of a transformational leaders. Leaders who promote the building of
relationships create a sense of community among stakeholders within and outside the
school environment (Green, 2010). Regarding the participants’ responses in the three
school-types, with respect to ―Rapport‖ (24.3%) of all Reward school-type respondents;
(15.6%) of all Focus school-type respondents; and (37.8%) of all Priority school-type
respondents found it least critical to ―Align his or her actions with others who share
similar values‖. Whereas (55.9%) of all Reward school-type respondents; (50%) of all
Focus school-type respondents; and (59.1%) of all Priority school-type respondents found
it least critical to ―Promote student achievement by developing a close relationship with
stakeholders‖.
One could argue that it is critical for school leaders to build rapport with
stakeholders. Principals are uniquely positioned to serve as community leaders who use
their standing to build rapport and trust between the school and community.
Unfortunately, it is often times difficult to build rapport (Chang, 1993). This research
may speak to the reason why all participants in this study ranked ―Rapport‖ as one of the
least critical dispositions. It may essentially be that rapport is in fact very critical to
effective leadership, but one of the most difficult dispositions to emulate. Nonetheless,
rapport can be built when principals expand their roles and lead in such a way that
overlaps the work they do in the school and the community (Van Voorhis & Sheldon,
2004). Serving as advocates not only for the school, these leaders can gain the trust of
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stakeholders to serve the needs of students and families alike; thus, leading to improved
relationships and increased student achievement (Delgado-Gaitan, 1991).
Question 3. Across each group of schools classified as Reward, Focus, and
Priority do principals perceive each of the 16 dispositions, expressed as 32 behaviors, to
be equally critical to leadership effectiveness?
In response to question 3, there were no significant differences observed in how
principals across each group of schools classified as Reward, Focus, and Priority
perceived each of the 16 dispositions to be equally critical to leadership effectiveness.
Referring back to questions 1 and 2, all participants responded to the survey items in such
a way that it was evident the 16 dispositions were considered critical to effective
leadership, no matter the school type. It can be said that no relationship can be discerned
between principals’ ratings of the importance of particular dispositions and school’s
status as Reward, Focus, or Priority. However, one cannot deny the results of this study
which revealed an association between leadership dispositions and the participants’
understanding of how important it is to lead with positive and influencing dispositions
(Donaldson, 2006).
Maslowki (2001) asserts there is an association between leadership dispositions
and school cultures. He maintains that school improvement is aligned with the manner in
which school leaders behave. Further research studies explore the effect principal
leadership has on school cultures, suggesting that principal leadership influences the
culture of the school which in turn, is related to goal attainment within the organization
(Witziers, Bosker, & Kruger, 2003).
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Question 4. What is the strength of the relationship between principals’
perceptions of each of the importance of the 16 dispositions, expressed as 32 behaviors,
and their schools Average Growth Index (AGI)?
The Average Growth Index is the measure of student growth in each school.
Growth is measured across tested grade levels or within a subject and grade (SAS
Institute Inc., 2012). In response to question 4, no statistically significant relationship
was observed between any of the means for the 16 dispositions and the schools’ AGI
with the exception of the disposition ―Rapport.‖ Here, the relationship was only
marginally significant and negatively signed (r = .190, p = .049).
The reoccurring theme that has emerged in this study suggested that principals of
all school-types deemed all 16 dispositions to be important to effective leadership. The
literature supports this finding and offers that the manner in which principals behave has
a direct effect on student learning and influences their interactions with others (Hoy et al.,
2006; Leithwood et al., 2004). Additionally, if school leaders are to positively impact
teaching and learning within schools, they must consider how their leadership
dispositions might transform school culture (Leithwood, 1992).
Question 5. By the school’s status as Reward, Focus, or Priority, is there a
significant difference in the strength of the relationship between each of the 16
dispositions, expressed as 32 behaviors, and the school’s Average Growth Index?
In response to question 5, none of the correlations between the mean of the
school’s score on the dispositions and the school’s A.G.I. were statistically significant.
As indicated in the response to question 4, the results of this question also reveal that
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principals of all school-types consider the 16 dispositions to be equally important to
effective leadership.
According to the data collected, the participants surveyed found that all 16
dispositions were considered critical to effective leadership. Regardless of the type of
schools they led, principals in this study, held similar perceptions regarding the level of
importance they placed on the dispositions. This was substantiated by the analysis of the
data that revealed a closeness in mean scores for the dispositions presented within the
study. However, even though all dispositions were perceived to be critical, some were
perceived to be more critical than others.
Discussion and Implications for Practice
The primary focus of this study was to determine if there were statistically
significant differences in the importance principals attached to each of the dispositions
relative to the types of schools they served. The study was founded on three
assumptions: (1) there is a relationship between effective leadership and student growth
and achievement (Leithwood et al., 2004; National Association of Secondary School
Principals, 2004; Simkin et al., 2010); (2) the dispositions of school leaders inform
effective school leadership behaviors (Donaldson, 2006); and (3) if principals exhibit
behaviors informed by identified dispositions, student growth and achievement will be
enhanced (Green & Cooper, 2012). The researcher entered this research with the basic
assumption that because Reward school students experienced greater student growth than
students in the Focus and Priority schools, the dispositions of the school principals within
these schools would be different. This research did not support the three assumptions.
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Though there were no significant differences found among study participants in
three school-types, relative to the dispositions they deemed most critical to effective
leadership, this research did validate the importance the participants placed on each of the
16 dispositions. The research also revealed the dispositions that surfaced among
participants as most critical to effective leadership. They were: (1) Integrity, (2) Passion,
(3) Trust, and (4) Ethics. These dispositions characterize effective leadership and are
frequently exhibited by leaders in their daily administration of today’s schools (Fullan,
2001; Kouzes & Posner, 2002; Lashway, 1996; Strike et al., 2005). Principals’
perceptions in the study indicated they viewed each of the dispositions as important;
however, at varying degrees.
The findings in this study further served to validate the research that states how
leadership dispositions influence school culture. In this era of accountability for student
growth and achievement, principals should have an awareness of the 16 leadership
dispositions contained within this study. With an awareness of the 16 dispositions they
could use the behaviors informed by the dispositions to assess their leadership behaviors.
Assessing and developing a deep understanding of their dispositions would help them
understand their capacity to improve schools (Green, 2013).
After taking an assessment of their leadership dispositions, principals could align
their leadership behaviors with those informed by the 16 dispositions. Positive leadership
dispositions have a significant impact on followers. When leaders operate with behaviors
that support the school organization, stakeholders experience higher levels of
commitment and productivity toward organizational goals (Kouzes & Posner, 1995).
Utilizing the tenants of the 16 dispositions, principals might work to maximize the human
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potential within schools by stimulating the intellect of followers and encouraging them to
perform at the same caliber as the leader (Castanheira & Costa, 2011; Harris & Muijs,
2005). Also, school districts might create in-service and professional development
opportunities that would educate school leaders on dispositions associated with effective
leadership. Additionally, principal evaluation processes could be developed using the 16
dispositions as a framework to measure leadership effectiveness.
The goal of school leaders is to transform schools into learning communities
focused on the academic achievement of all students. One set of dispositions may not
meet this challenge. However, the findings of this study offer strategies and approaches
that might be used in the process. It is important for school leaders to understand the
importance of leadership dispositions and how their behaviors impact student growth,
student achievement, and influence school culture. What is critical in this awareness is
the understanding that leaders have of themselves and of those to whom they are
responsible (Green, 2010). Being fully aware of the principles of their dispositions,
educational leaders can determine how their dispositions influence the behavior of the
people with whom they come in contact. They are also able to determine behaviors, if
any, that need to be changed in order to lead more effectively.
Recommendations for Future Research
In this investigation, there was evidence that regardless of the school type in
which the principals served all 16 dispositions were considered as critical to leadership
effectiveness. Therefore, there is much to be learned regarding these 16 dispositions and
leadership behavior. Additional study is needed to address the association between
student achievement, principal/teacher relationships, and the leadership dispositions of
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principals. Of primary importance is determining the aspects of the behaviors associated
with each of the 16 dispositions and how those behaviors might be more closely related
to increased student achievement. This resonates with importance because leadership
behaviors, whether positive or negative, have an impact on student achievement
(Hallinger & Heck, 1998). It has also been suggested that even though leaders behave in
a variety of ways their behavior can still be considered effective. However, it is
imperative that leaders use their specific leadership styles to deliberately improve the
climate and culture of schools (Hackman & Wageman, 2007).
Future research is suggested, particularly to examine leadership dispositions in a
broader range of school-types, addressing how leadership dispositions relate to student
achievement and school effectiveness. Additional research could also take into
consideration the size of the schools and the demographic information of students. In this
instance, a determination could be made of the relationship, if any, between demographic
variables and the disposition of the leader. Additional research could also be conducted
using student achievement scores for a period of five-years as a means of exploring a
more reliable relationship between principals’ leadership dispositions, the amount of time
served as principal, and student achievement.
Analyzing the dispositions of school leaders relative to the culture, climate, and
relationships between principals and teachers and the impact that leader behavior has on
student achievement could prove to be useful in identifying approaches to enhancing the
academic achievement of all students.
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Conclusions
When considering the multitude of responsibilities associated with school
leadership, leaders must understand that leadership is not about holding a position; rather,
it is about skills and the behaviors that surface in the disposition of the individual
(Hrebeniuk, 2011). Therefore, it is advised that principals are not only aware of the
dispositions that inform effective leadership, they must also ensure they possess positive
dispositions that will lead to overall school improvement. Simply knowing and executing
various functions of school leadership are not enough to craft effective teaching and
learning environments in today’s schools. It is equally as important to know that
dispositions guide behaviors.
If school leaders want to position themselves to create and sustain improved
learning conditions, they must possess dispositions that will assist them with positively
transforming teaching and learning. In the final analysis, school leaders seeking
effectiveness must ask themselves: Is my disposition fostering the creation of a climate
where a difference can be made in the academic progress of students (Tirozzi, 2001)?
Having identified the 16 dispositions that principals agreed are critical to effective
leadership, this study will enhance the potential success of any leader of today’s schools.
Understanding them and their influence in schools is a start in the process of identifying
dispositions that today’s school leaders should possess. Crafting research that identifies
dispositions of effective school leaders is necessary if we are to understand the behaviors
that leaders need to exhibit in order to create the type of climate wherein effective
teaching and learning occur for all students. It can be concluded that the topic of
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leadership dispositions deserves further study and has the potential to significantly
change the landscape of education.
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Appendix B: Consent to Participate in Research Study
Consent to Participate in a Research Study
Principal Investigator: Tonya D. Cooper
Study Title: An Identification of Essential Dispositions for Effective School Leadership
WHY ARE YOU BEING INVITED TO TAKE PART IN THIS RESEARCH?
You are being invited to take part in a research study about leadership dispositions. You
are being invited to take part in this research study because you are an expert in your
field. If you volunteer to take part in this study, you will be one of about 400 people to
do so.
WHO IS DOING THE STUDY?
The person in charge of this study is Tonya Cooper of the University of Memphis
Department of Leadership. She is being guided in this research by Dr. Reginald L.
Green. There may be other people on the research team assisting at different times
during the study.
WHAT IS THE PURPOSE OF THIS STUDY?
The study is intended to make some valuable contributions in the area of school
leadership, focusing on leadership dispositions and how those dispositions influence
school culture, student achievement, and teacher satisfaction. It is also anticipated this
study will make suggestions on how to improve relationships between school leaders and
stakeholders, resulting in the academic success of students.
ARE THERE REASONS WHY YOU SHOULD NOT TAKE PART IN THIS
STUDY?
There are no reasons why you should not participate in this study. The criteria for
participant selection are pre-determined as each participant must currently work in the
capacity of a school administrator ranging in ages 25 and above. The participant can
come from any ethnic category.
WHERE IS THE STUDY GOING TO TAKE PLACE AND HOW LONG WILL IT
LAST?
The research procedures will be conducted in public schools located in the southeast
region of the United States.
WHAT WILL YOU BE ASKED TO DO?
Participants will receive an email or letter containing the website link to the survey. The
survey will be delivered online and will take approximately 10 minutes to complete.
School leaders will be asked to complete ―The Inventory of Leadership Dispositional
Behaviors‖ inventory. School leaders will also be asked to provide the following
demographic information: Name of school, grade-level s of school, role, gender,
ethnicity, and age.
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WHAT ARE THE POSSIBLE RISKS AND DISCOMFORTS?
There are no known risks to the participants in this study.
WILL YOU BENEFIT FROM TAKING PART IN THIS STUDY?
There is no guarantee that you will get any benefit from taking part in this study. Your
willingness to take part, however, may, in the future, help society as a whole better
understand this research topic.
DO YOU HAVE TO TAKE PART IN THE STUDY?
If you decide to take part in the study, it should be because you really want to volunteer.
You will not lose any benefits or rights you would normally have if you choose not to
volunteer. You can stop at any time during the study and still keep the benefits and rights
you had before volunteering.
IF YOU DON’T WANT TO TAKE PART IN THE STUDY, ARE THERE OTHER
CHOICES?
If you do not want to be in the study, there are no other choices except not to take part in
the study.
WHAT WILL IT COST YOU TO PARTICIPATE?
There are no costs associated with taking part in the study.
WILL YOU RECEIVE ANY REWARDS FOR TAKING PART IN THIS STUDY?
You will not receive any rewards or payment for taking part in the study.
WHO WILL SEE THE INFORMATION THAT YOU GIVE?
We will make every effort to keep private all research records that identify you to the
extent allowed by law. Your information will be combined with information from other
people taking part in the study. When we write about the study to share it with other
researchers, we will write about the combined information we have gathered. You will
not be personally identified in these written materials. We may publish the results of this
study; however, we will keep your name and other identifying information private.
We will make every effort to prevent anyone who is not on the research team from
knowing that you gave us information, or what that information is. The information will
be stored in an online survey program. The researcher and the researcher’s advisor will
be the only individuals who have access to the survey information. We will keep private
all research records that identify you to the extent allowed by law.
CAN YOUR TAKING PART IN THE STUDY END EARLY?
If you decide to take part in the study you still have the right to decide at any time that
you no longer want to continue. You will not be treated differently if you decide to stop
taking part in the study. The individuals conducting the study may need to withdraw you
from the study. This may occur if you are not able to follow the directions given you or
if it is found that your being in the study is more risk than benefit to you.
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WHAT IF YOU HAVE QUESTIONS, SUGGESTIONS, CONCERNS, OR
COMPLAINTS?
Before you decide whether to accept this invitation to take part in the study, please ask
any questions that might come to mind now. Later, if you have questions, suggestions,
concerns, or complaints about the study, you can contact the investigator, Tonya Cooper
at tonya4769@yahoo.com or (901) 756-9359. If you have any questions about your
rights as a volunteer in this research, contact the Institutional Review Board staff at the
University of Memphis at 901-678-2705.
I have read and understand this informed consent document and the material contained
within. I freely and voluntarily choose to participate in this study

_________________________________________
Signature of person agreeing to take part in the study

____________
Date

_________________________________________
Printed name of person agreeing to take part in the study
_________________________________________
Name of person obtaining informed consent
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____________
Date

Appendix C: Letter to Principals
Dear Participant:
As a doctoral student at the University of Memphis and as a principal in the Shelby
County Schools System, I am conducting a study for the purpose of identifying essential
dispositions for effective school leadership. The study will be conducted under the
supervision of Dr. Reginald Leon Green. A survey will be used to collect data for this
study. You have been selected to complete the survey because you are an expert in your
field.
The study is intended to make some valuable contributions in the area of school
leadership, focusing on leadership dispositions and how those dispositions influence
school culture, student achievement, and teacher satisfaction. It is also anticipated this
study will make suggestions on how to improve relationships between school leaders and
stakeholders, resulting in the academic success of students.
You will be asked to complete ―The Inventory of Leadership Dispositional Behaviors‖
instrument. This instrument has been designed to rate which dispositions are most
preferred by school leaders. Elementary, middle, and high school principals who serve in
public schools were selected to participate in this study. The attached questionnaire will
require approximately 10 minutes to complete.
You will be asked to identify the school where you are employed, your role, the total
number of years served in your role, gender, and age. All responses are confidential and
the participants will not be identified. The researcher is interested only in the responses,
not the individual participants. No names will be used in the reporting of the results.
Your participation is voluntary and you may withdraw from the study at any time.
Surveys will be secure and only the researcher and the researcher’s advisor will have
access to them. The results of the study will be provided in the form of an executive
summary and made available to participants upon request. Please carefully read the
enclosed informed consent. Follow this link to access the form and the survey online.
<INSERT SURVEY LINK>
Thank you in advance for taking time to assist me with this research. Your participation
is greatly appreciated and will contribute to increasing research on identifying
dispositions that characterize effective leadership. If you have any questions, please
contact me at (901) 756-9359 or tonya4769@yahoo.com. For answers regarding research
subjects’ rights, contact the Chair of the Institutional Review Board for the Protection of
Human Subjects at the University of Memphis at (901) 678-2533. Thanks again for your
participation.
Sincerely,
Tonya D. Cooper
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Appendix D: The Inventory of Leadership Dispositional Behaviors Instrument
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Appendix E: Dispositions and Related Behaviors Alignment Chart
Character
Exhibit behaviors that reflect what he or she believes
Demonstrate ethical reasoning
Commitment
Engage in team-building
Engage stakeholders in the decision-making process
Communication
Actively listen to diverse points of view
Use communication to build relationships between individuals and
among groups in the organization
Compassion
Be aware of the needs of the school, students, and community served
Display behaviors that denote a sense of caring
Consistency
Keep promises made
Establish a standard of excellence
Courage
Take risks
Make timely decisions in the face of popular opposition
Ethics
Use a set of principles to guide his or her behavior
Demonstrate moral behavior
Honesty
Acknowledge the suggestions of others
Behave in a trustworthy manner
Fairness
Be consistent with his or her practices
Provide all stakeholders with an equal opportunity to engage in
decision making
Integrity
Take responsibility for his or her actions
Ensure that all students have access to knowledge
Openness
Change his or her way of thinking when the situation warrants
Celebrate the accomplishments of others
Passion
Exhibit commitment to school improvement
Exhibit a sincere desire to achieve the goals of the organization
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Rapport
Align his or her actions with others who share similar values
Promote student achievement by developing a close relationship with
stakeholders.
Respect
Acknowledge the contributions of others
Show appreciation for individual excellence
Trust
Keep his or her promises
Be consistent in words, actions, and deeds
Vision
Motivate followers to become innovative and creative
Align with teachers to reach a common goal
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Appendix F: The Forty-Nine (49) Dispositions Defined
Insight: The school leader is knowledgeable of situations and issues that occur in schools
and can clearly and intuitively determine the complex nature of those situations and
issues for the purpose of addressing them in an effective manner (Blake & Mouten, 1985)
Creativity: The behavior of the school leader reveals that he or she has an imagination;
his or her ideas are original and can be transformed into reality (Goleman et al., 1992)
Morality: The actions of the school leader are based on moral principles (Strike et al.,
2005).
Support: The school leader conveys to faculty members in words and deeds that they can
depend on him or her to assist them in becoming effective instructors (Green, 2013).
Reasoning: The school leader has the conceptual and analytical ability to frame problems
and draw conclusions in a manner that leads to an appropriate course of action (Dukerick
et al., 1990)
Passion: The school leader has an entrepreneurial spirit and an infectious desire to
achieve a goal or outcome; a powerful and controlling emotion (Bolman & Deal, 2008).
Ethics: The school leader uses a set of principles to guide his or her behavior. The
principles used are based on informal and formal standards consisting of core values,
honesty, respect, and trust (Beckner, 2004).
Vision: The school leader is continuously searching for high standards of learning for all
students; anticipating what will or may come to reality; imagining exciting and ennobling
possibilities ( Kouzes & Posner, 2012).
Intelligence: The school leader has the cognitive ability to learn from experience; to
reason well; to remember important information, and to cope with the demands of
administering a school daily (Fullan, 2001).
Communication: The school leader actively listens to diverse points of view and uses
the process of communication to link individuals, groups, and the organization for the
purpose of building relationships, establishing trust, and earning respect for self and
others (Green, 2013).
Tact: The school leader displays a sense of what is fitting and considerate in dealing
with others; gives consideration to the feelings of others; has acquired skills necessary to
handle difficult and delicate situations without insulting others (Green, 2013).
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Diplomacy: The school leader has the ability to rally people to a greater cause and to
persuade them to function with enthusiasm doing what they already know is the right
thing to do (Green, 2010).
Reliability: School leaders are consistent and dependable. They display high degrees of
integrity and are able to analyze obstacles to trust, remove those obstacles, and work with
members of the organization to build a culture of trust, (Galford and Drapeau, 2002).
Integrity: The school leader adheres to a set of moral and ethical principles while
displaying soundness of moral character and being honest regarding actions taken. He or
she takes responsibility for his or her actions and is willing to ensure that all students
have access to knowledge (Strike, Haller, & Soltis, 2005).
Character: School leaders exhibit what they believe. They show consistency between
their values, ethical reasoning and actions, and develop positive psychological states,
such as confidence, optimism, hope, and resilience in themselves and their associates.
Also, they are widely known and respected for their integrity (Cooper et al., 2007)
Fortitude: The school leader exhibits the courage and strength to transform
organizations (Green, 2009).
Imagination: The school leader has the ability to form mental images of real and unreal
events and to develop different scenarios or different perspectives on those events. He or
she can create a fresh situation or series of events that might lead to the identification of a
vision (Kouzes & Posner, 2012).
Accuracy: The school leader is thorough in accomplishing a task and shows concern for
all areas involved, no matter how small. He or she organizes time and resources, monitors
work products or information, double-checking to ensure accuracy, consistency, and
efficiency (Reardon & Derner, 2004).
Influence: The school leader is able to mobilize people around a compelling vision of the
future, inspiring them to follow in his or her footsteps. He or she shows people what is
possible and motivates them to make those possibilities reality (Melton et al., 2010).
Trust: The school leader is consistent in words, actions, and deeds, and there are no gaps
between what he or she says and what he or she does. You can count on him or her to
deliver on his or her promises. An individual can be confident in the promised action
(Ciancutti, & Steding, 2001).
Knowledge: The school leader has an in-depth understanding of school practices,
processes, and procedures and uses this information to move the school toward goal
attainment (Green, 2013).
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Management: The school leader achieves goals and objectives of the school by
organizing tasks and assignments and monitoring and evaluating operational systems in a
manner that ensures a safe, efficient, and effective learning environment. Routines are
followed and goals are achieved in an efficient and effective manner (Council of Chief
State School Officers, 2008)
Planning: The school leader builds a foundation for teaching and learning to occur and
creates a roadmap for successful change when it is needed. He or she outlines and
assigns specific tasks that increase the likelihood of organizational success (Kearney &
Herrington, 2010).
Timeliness: The school leader takes actions regarding school issues at the appropriate
time. He or she realizes that addressing issues in an expeditious manner is crucial to the
success of the organization (Bossert et al., 1982).
Accountability: The school leader complies with established control systems and holds
self and others accountable for measurable high-quality, timely, and cost- effective
results. He or she determines objectives, sets priorities, delegates work, and accepts
responsibility for mistakes (Anderson, 2011).
Judgment: The school leader exhibits wisdom in taking action and making decisions
(Lee, 2006).
Organization: The school leader leads with a detailed plan. He or she exhibits behavior
that indicates that the necessary time has been devoted to considering alternatives and
developing back up plans and contingencies. He or she develops safeguards so that
nothing falls through the spaces (Bolman & Deal, 2008); (Brody, 2011); (Morgan, 1996).
Charisma: The school leader has the ability to galvanize people to follow his or her style
of leadership. He or she tends to communicate in a way that is effective in drawing
people to him or her through his or her personality (Kouzes & Posner, 2012).
Tenacity: The school leader has an inner drive that pushes him or her to get to the heart
of an issue and find solutions. As a result of this inner drive, he or she searches
tenaciously for information that is missing and keeps tweaking his or her mental models
until he or she arrives at a position that works (Reardon & Derner, 2004).
Humility: The school leader is aware of self, values the opinion of others, is willing to
learn and change, and share power. He or she has the ability to hear the truth, admit
mistakes, and work to create a culture of openness. Dissent (a difference of opinion) is
encouraged in an environment of mutual trust and respect (Goleman et al., 2002).
Dignity: The school leader values the opinion of others, considers all individuals
valuable parts of the school organization, and treats them ethically and with respect
(Sackett, 2011).
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Consistency: The school leader establishes a standard of excellence and maintains that
standard while performing and making decisions. The behavior of the leader is consistent
with minimal variation as he or she transmits a sense of mission, stimulates learning
experiences, and motivates new ways of thinking (Hater & Bass, 1988).
Fairness: The school leader gives others a voice and treats them with dignity. They base
their decisions on accurate information and are consistent in their practices (Sackett,
2011).
Diversity: The school leader works effectively with people across lines of difference
which is integral to creating buy-in and ultimately reaching goals. He or she sets the tone
for the group and helps to foster effective intergroup dynamics (Hater & Bass, 1988).
Logic: The school leader is in pursuit of knowledge, engaging in analysis, questioning,
and reasoning to establish depth of comprehension and understanding about a particular
topic (Reardon, Reardon, & Rowe, 1998).
Predictability: The school leader consistently provides exactly what is planned and/or
expected (Avolio & Reichard , 2008)).
Courage: The school leader challenges the process, experiments, and takes risk. He or
she has the ability to act rightly in the face of popular opposition (Kouzes & Posner,
2012).
Decisiveness: The school leader makes decisions and when they are in the best interest of
the school organization, he or she sticks with them in spite of difficult challenges (Jones,
1995).
Equity: The school leader creates and implements programs and strategies that yield
successful outcomes and advancements for all students (Darling-Hammond, 2010).
Honesty: The school leader behaves in a trusting or trustworthy manner, exercising
integrity (Kouzes & Posner, 2002).
Openness: The school leader has the ability to entertain different and non-customary
ideas. He or she is flexible and willing to change his or her way of thinking when the
situation warrants. Displaying openness, the school leader finds ways to celebrate the
accomplishments of others (Kouzes & Posner, 2012).
Adaptability: The school leader is flexible, open to alternatives, and able to adjust to
new conditions. He or she is willing to modify his or her position for the sake of other
individuals for the good of the school organization (Bolman & Deal, 2008); (Schulte &
Kowal, 2005); (Wildy & Louden, 2000).
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Compassion: The behavior of the school leader denotes awareness and a sense of caring
for the feelings of others (Green, 2013).
Sensitivity: The school leader is emotionally intelligent and is aware of the impact his or
her decisions and perspectives have on himself or herself and others (Goleman et al.,
2002).
Respect: The school leader recognizes the contributions of others and shows appreciation
for individual excellence. He or she treats people in the organization as he or she would
like to be treated-with dignity and courtesy (Ciancutti & Steding, 2001); (Kouzes &
Posner, 2012).
Rapport: The school leader aligns his or her actions with others because he or she feels
that they share similar values (Kouzes & Posner, 2012).
Credibility: The school leader is viewed by others as being trustworthy, competent,
dynamic, inspiring, and accountable. Others view him or her as one who is proficient and
competent to strategically execute the goals of the organization (Waters et al., 2003).
Commitment: The school leader is dedicated to the growth of the organization and each
individual within the organization. The professional and personal growth of stakeholders
is nurtured (Spears, 2010).
Persuasion: The school leader uses verbal and non-verbal communication to connect
with people and to influence them to assist in the achievement of mutually beneficial
results (Barge, 2009).
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